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ABSTRACT
Changes o f the make up of student population from that which is monolingual and mono- 
cultural to that which is multilingual and multicultural necessitate that teachers be more 
responsive to the needs o f this diverse student population. One way to ensure diverse 
students’ needs are met is to implement differentiated instruction. Using a survey, this 
study investigated teachers’ knowledge about differentiation; how often teachers 
differentiate in specific subject areas; and factors that help or hinder the implementation 
of differentiated instruction. Study results that are critical to the way teachers address 
diversity through differentiated instruction are that the majority o f the teachers surveyed 
are familiar with ‘differentiated instruction’; however, because o f limited knowledge 
about tools, the vast amount of preparation involved coupled with lack of resources, 
many teachers do not differentiate instruction in their classrooms. Furthermore, while 
diversity is the key for differentiating in the classroom, teachers mentioned that the 
diversity of students limits the implementation of differentiated instruction.
iii
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CHAPTER I
INTRODUCTION
Statement o f the Problem
The structure o f education in Canada consists o f three main types o f institutions:
(1) elementary-secondary; (2) trade; and (3) post-secondary. At the elementary-
secondary level, there are four types o f institutions: public, private, federal, and
schools for persons with disabilities. Public schools are established and operated
by the local education authorities according to the public school act of the
province of Ontario. At the elementary grade level, education is quite general and
basic. In Ontario, elementary schools consist of the levels pre-grade one [junior
and senior kindergarten] through grade eight. These levels accommodate students
who range in age from four years old to 13 years old (Statistics Canada, 2000).
According to the Canadian Teachers’ Federation (2007) an elementary teacher
can be described as:
...someone who demonstrates qualities to enable them to relate well 
to students and to establish an environment that is conducive to 
learning. In addition to advancing literacy skills and preparing 
students for further academic or vocational studies, teachers should be 
qualified to promote critical thinking and problem-solving skills in 
their students, as well as sensitivity to diversity and personal 
autonomy, and a solid sense of civic responsibility (CTF, 2007, Tf 2).
In the province of Ontario a teacher must be certified by the Ontario College of
Teachers in order to teach. For certification teachers must: first, have completed a
minimum three-year postsecondary degree from an acceptable postsecondary
institution; second, have successfully completed a one-year acceptable teacher
1
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education program; and third, apply to the College for certification and pay the 
annual membership and registration fees (OCT, 2007).
Within this rigid structure o f teacher education there is a need to improve 
current teaching practices in Canadian elementary school classrooms because 
there are a wide variety of students with a diversity of learning styles, skills, and 
interests. Two areas that have increased the diversity of student needs over the 
past few years can be attributed first, to increases in inclusive educational settings, 
where students with special needs, learning disabilities or behavior concerns are 
being integrated into the general educational classroom rather than being taught in 
separate special education classroom and secondly, many schools are seeing the 
increase in English Language Learners enrolment due to an increase in 
immigration to Canada. According to Statistics Canada (2003), Canada has 
become increasingly multi-ethnic and multi-cultural. As a result of this increasing 
amount of multi-ethnic and multi-cultural diversity, the number of visible 
minorities in Canada is growing. The majority o f the new immigrants settle down 
in Ontario (56%), British Columbia (20%), and Quebec (17%). European groups 
such as German, Italian, and Dutch appear on the top ten lists for Ontario, in 
addition to Chinese and East Indian, reflecting more recent waves of immigration 
to Ontario. Canada’s southern-most city, Windsor, Ontario, attracts many of 
these new immigrants and is the third most diverse city in Canada with over 20% 
of its residents classified as foreign-born (2001 census analysis, 2007). This data 
would suggest that because the number of immigrants settling down in Windsor is 
increasing many new Canadians are enrolling in elementary schools located 
within Essex County. As a result of this immigration trend, teachers are required
2
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to teach to a variety of student learners in their classrooms each day. When 
students enter the classroom, they come with a broad variety of backgrounds, 
skills, strengths, and learning styles. Teachers cannot possibly reach every student 
by using only one method of instruction. Students often feel betrayed or short­
changed by a “one-size-fits all” delivery system demanding that everyone leam 
the same thing at the same time in the same way, no matter what their individual 
needs may be (Sarason, 1990; Yatvin, 2004). Consequently, differentiated 
instruction can be used by teachers to address the various learning cultures, styles, 
skills, and interests among students. Differentiation allows for adaptation of 
teaching methods to maximize student learning and understanding. As such, 
differentiation is the key to ensuring that each student has the opportunity to learn 
and achieve to their maximum potential.
Educational Relevance
My own journey with differentiated instruction began in the fall of 2005. As a 
new student in the Masters of Education program at the University o f Windsor, I 
eagerly entered my first class, Differentiated Instruction in the Language Arts. 
This course was taught by Dr. Ruthanne Tobin. Although previously, I had the 
opportunity to take courses with Dr. Tobin, this time it was different as the whole 
course was devoted to differentiation. As I started to broaden my outlook on my 
own teaching strategies I began to realize that differentiation is simply a fancy 
name for a teaching practice that should be implemented by all teachers in this 
day and age, however, many teachers were still not calling the practice by its 
proper name. Was it because they were not familiar with the term or was it that 
they had never been introduced to differentiated instruction as a teaching method?
3
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As an educator, I am constantly seeking ways to improve my own teaching 
practices. I thought this research study would be an excellent opportunity not 
only for me, but also for my colleagues, to modify our own teaching strategies but 
most importantly to implement differentiated instruction into our elementary 
school classrooms.
Definition of Terms
Academic Diversity: The spectrum of learners typically present in the general 
education classroom, including students with a range of learning problems and 
learners who are advanced (Tomlinson, 1999).
Constructivist Theory: A learning theory that offers an explanation of the adaptive 
nature of knowledge and how humans learn. Emphasis is placed on the learner or 
the student rather than the teacher or the instructor. It is the learner who interacts 
with objects and events and thereby gains an understanding o f the features held by 
such objects or events. The learner, therefore, constructs his/her own 
conceptualizations and solutions to problems. Learner autonomy and initiative 
are accepted and encouraged. The theory suggests that humans create and 
construct knowledge as they try to bring meaning to their experiences (Piaget, 
1960).
Differentiated Instruction (PIT an instructional method that allows teachers to 
develop a detailed understanding of each student’s readiness, interests, and modes 
of learning through a range of instructional and management strategies. Teaching 
and instructing with student variance in mind also allows the teacher to 
proactively plan varied approaches to what students need to leam, how they will 
learn it, and how they can express what they have learned in order to increase the
4
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likelihood that each student will leam as much as he or she can as efficiently as 
possible (Tomlinson, 2003).
English as an Additional Language (EAL) -  students who are in the process of 
learning to read and write the English language. This term may also be used 
interchangeably with English as a Second Language (ESL) and more recently 
English Language Learner (ELL).
Gifted Learners -  students who exhibit cognitive (intellectual) superiority, 
creativity, and motivation of sufficient magnitude that sets them apart from the 
vast majority of age-mates (Hallahan & Kauffman, 2000).
Learning Disabilities -  a heterogeneous group of disorders manifested by 
significant difficulties in the acquisition and use of listening, speaking, reading, 
writing, reasoning, or mathematical abilities. These disorders are intrinsic to the 
individual, presumed to be due to central nervous system dysfunction, and may 
occur across the life span. Problems in self-regulatory behaviors, social 
perception, and social interaction may exist with learning disabilities but do not 
by themselves constitute a learning disability (Hallahan & Kauffman, 2000). 
Multiple Intelligence Theory: A theory that defines intelligence as the ability to 
solve a problem or create a product that is valued in culture. This is a child- 
centered approach that recognizes that there are a variety o f ways that an 
individual can exhibit intelligence. Gardner’s nine intelligences consist of: visual/ 
spatial; logical / mathematical; verbal / linguistic; musical / rhythmic; bodily / 
kinesthetic; interpersonal / social; intrapersonal / introspective; naturalist; and 
spiritual / existential (Gardner, 1991).
5
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Zone of Proximal Development: The zone just beyond the student’s independent 
level of achievement, where learning occurs without the support of a 
knowledgeable teacher. Based on this theory, teachers need to determine what the 
student already knows when planning instruction, and from that knowledge 
determine what the student needs to leam next (Vygotsky, 1986).
6
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CHAPTER II 
REVIEW OF LITERATURE
This chapter presents a review of the literature which examines empirical and 
descriptive studies related to teachers’ development of skills and strategies in 
providing differentiated instruction to diverse students. It is divided into eight 
main sections consisting of the following topics: (a) what is differentiated 
instruction; (b) the need for differentiated instruction; (c) an overview of the 
influential theories associated with differentiation; (d) meeting the needs of 
diverse learners in the elementary school classroom; (e) issues related to 
differentiated instruction; (f) differentiated instruction in the Language Arts 
classroom; (g) the importance of using differentiated instruction to assist in the 
development of literacy skills; and (h) approaches for implementing differentiated 
instruction.
What is Differentiated Instruction
According to Tobin (2005) differentiation was popularized by Tomlinson’s 
extensive and well-articulated work on whole-class differentiation. Three broad 
concepts of differentiation have emerged from the research:
(1) to elicit learner responses that commensurate with student abilities and talents 
(Tieso, 2003); (2) to facilitate the use of instructional materials that are most 
appropriate for the reading ability o f the student (Ivey, 2003); and (3) to ensure 
that what a student learns, how he or she learns, and how the student demonstrates 
what he or she has learned is matched for that student’s readiness level, interests, 
and preferred mode of learning (Tomlinson, 2004). The opportunity to learn in
7
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ways that make learning more efficient is also likely to make learning more 
effective. Differentiated instruction is inclusive in nature, that is, most of the 
strategies are meant to be used across a spectrum of student abilities. Some 
strategies, however, work better with struggling students, while others may best 
suit those who are ready for enrichment opportunities. Differentiating instruction 
for these students helps them to engage in the learning and reach their full 
potential with increased satisfaction and decreased frustration (Ministry of 
Education, 2005).
Influential Theories Associated with Differentiated Instruction 
Theoretically there are many studies that demonstrate the importance o f creating 
conducive learning environments for students. Despite the availability of these 
environments, research, however, has also demonstrated that students do not learn 
in the same way. Differentiated instruction (DI) is an instructional method that 
allows students to be taught according to their interests, learning styles, abilities, 
and experiences (Tomlinson, 1999). Differentiated instruction is inclusive by 
nature; that is, most o f the strategies teachers are using to differentiate the 
instruction are intended to span all abilities within the classroom. Differentiating 
instruction for these students helps them to engage in the learning and reach their 
potential with increased satisfaction and decreased frustration. This being said, 
the first theory associated with differentiated instruction stems from Piaget’s 
works, specifically, the constructivist theory.
Piaget’s (1960) constructivist framework for learning explained that 
children construct knowledge from their own experiences. Piaget believed that 
when children experience something new, they try to assimilate the new
8
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knowledge into their existing schemas of the world. Learning occurs when 
connections are made between what the learner already knows and the onset of 
new information. Instruction involves recognizing what knowledge students 
bring to a learning situation and supporting students as they make connections. 
With differentiation teachers recognize and respond to the interests, preferred 
style o f learning, and current knowledge a student demonstrates. By treating each 
student as an individual case, this ensures each student will experience success 
because it is Piaget’s belief that students respond to stimuli that they themselves 
can control. A main tenet of Piaget is that when students engage in an “active 
learning environment”, they are able to demonstrate their knowledge and 
understanding. For example, students in a first grade class have been studying 
their local community. Throughout this unit of study, students have focused on 
describing how people in the community interact to meet basic needs as well as 
distinguishing the physical features of their community. Living in an urban 
community, students are familiar with buildings in the community such as: fire 
stations, grocery stores, churches, and schools; and their purpose. After learning 
about this unit in the classroom, the students were able to take their learning 
opportunities one step further, the students went on a field trip around their 
neighborhood. During their walk the students made pit stops at the fire station 
and grocery store which allowed the students to physically engage in their own 
learning environment. Through this trip, the students came to have a better 
understanding of how people in their community live, work, and interact together. 
The students were better able to apply the knowledge of their classroom activities 
to the field trip and make connections between their local community and what
9
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they were learning in class. This knowledge was displayed by the students during 
the assessment and evaluation of this unit of study.
Similar to many other pedagogical strategies, differentiated instruction 
also draws upon the work of the educational theorist Lev Vygotsky. According to 
Vygotsky (1986), social context and the interactions o f the student within that 
social context play a fundamental role in the acquisition o f knowledge. Students 
in their “zone of proximal development (ZPD)” can, with assistance, resolve a 
problem that they could not have resolved alone and move on to another level of 
knowledge. According to this theory, the teacher’s role is to provide appropriate 
instructional scaffolding and support in order to maximize student achievement 
within her ZPD. Teachers can help accelerate students’ cognitive development by 
supporting children in resolving problems, by questioning their conceptions, and 
by asking them to justify their positions. In differentiated instruction, teachers 
personalize instruction to meet individual students’ needs and levels of 
understanding.
The term scaffolding is a metaphor used to describe the process of 
supporting students as they build new knowledge and skills. It involves breaking 
the knowledge up into small steps, modelling the steps, providing support as 
students learn the steps, and then gradually shifting the responsibility to the 
students to apply the knowledge and skills independently (Ministry of Education, 
2005). It is known that scaffolding is helpful in all learning situations. It is also 
useful in situations when students are unable to complete a task independently but 
could succeed with help from the teacher. Before scaffolding is to take place, 
teachers must assess their students’ background and knowledge. Scaffolding is
10
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meant to be a temporary strategy, not a long term solution. In a social setting, for 
example, if  students are working on the same activity either individually, in small 
groups, or large groups, different tasks can be assigned in different situations. 
Some groups may use drawings or other visual means to organize and to represent 
their ideas while other groups may use written words or numbers to demonstrate 
their own learning, and still yet some groups may use a variety of hands on 
activities or manipulatives to investigate the question at hand. Vygotsky (1986) 
believed that if  learning was to take place, instruction should be designed just 
beyond the student’s current ability level. If tasks are too difficult or too easy for 
a learner, motivation to learn will be decreased (Vygotsky, 1986; Tobias, 1994; 
Jensen, 1998).
In addition to Vygotsky’s theory, Howard Gardner’s Theory o f  Multiple 
Intelligences (1991) emphasizes the unique learning capabilities and aptitudes of 
individual students. At its core is the validation of students’ talents and areas of 
expertise. Gardner (1999) developed a theory o f seven intelligences, which he 
later expanded to nine in subsequent years. Gardner’s nine intelligences consist 
of: visual/spatial; logical/mathematical; verbal/linguistic; musical/rhythmic; 
bodily/kinesthetic; interpersonal/social; intrapersonal/introspective; naturalist; and 
spiritual/existential. The last intelligence is recognized but rarely used for 
teaching within the classroom. Gardner also proposed that all people have 
capabilities in all nine intelligences and people have the ability to develop each 
intelligence to an adequate level.
In addition to Gardner (1991), other researchers have identified similar 
types of varied intelligence (Sternberg, 1997; Horowitz & O’Brien, 1985). While
11
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the names o f these intelligences may vary, educators, psychologists, and 
researchers have drawn two significant, consistent conclusions: (1) we think, leam, 
and create in different ways; and (2) development of our potential is affected by 
what we learn and how we leam with our particular intelligences. Another 
significant factor is that providing children with rich learning experiences can 
amplify their intelligence, and denying them richness of experience can diminish 
their intelligence (Caine & Caine, 1997).
Differentiated instruction requires teachers to transform their practices 
from a program-based pedagogy to a student-based pedagogy while focusing on 
what is taught and by using a curriculum model that will empower teachers to 
create lessons that will enable students to connect content with their own interests, 
which in turn increases students’ knowledge and learning experiences in the 
classroom (Tobin, 2005; Tomlinson & McTighe, 2006). When using this 
framework in the classroom teachers can provide students with a variety of 
choices that will suit their optimal intelligence. For example, if  a student has 
predominant verbal/linguistic intelligence, he or she would prefer to work on 
speeches, debates, or newspaper articles. On the other hand, if  a student has 
predominant bodily/kinesthetic intelligence, he or she would prefer to engage in 
role-play, dramatic expression, and learning centres. If teachers use differentiated 
instruction teamed with multiple intelligence theory when they plan their lessons, 
students will be able to gain the most out of the lessons and learning will occur. 
For example when planning a lesson for an “All about Me” assignment, teachers 
can take into consideration Gardner’s intelligences and tailor their lesson and 
assignments to meet the student’s dominant intelligence. Some activities might
12
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include: (a) logical/mathematical-use a timeline to display milestones or 
important dates in your life; (b) naturalistic-choose one item in nature that best 
describes you and give an explanation as to why you chose that item; and (c) 
intrapersonal-keep a three-day diary reflecting on your thoughts as if  you are a 
student new to the school this year.
The Need for Differentiated Instruction
According to Coelho (2007), 20% of Ontario’s students in English-language 
schools are English Language Learners (ELLs). These students may be Canadian 
born, or newcomers from other countries. They may speak one of more than 100 
languages, including several Aboriginal languages, or an English-related Creole 
language such as Jamaican Creole or West African Krio. Coelho (2007) also 
states that these children enter a new linguistic and cultural environment when 
they start school in Ontario. Since literacy instruction in Ontario’s schools is in 
English, these children require particular attention, consideration, and support in 
order to overcome the mismatch between their first language and the language of 
instruction. In elementary classrooms across Canada, culturally and linguistically 
diverse students constitute the mainstream school population in an increasing 
number o f schools. Despite the fact that diversity is the norm in these schools, 
there has often been strong resistance among educators to implementing the 
changes in pedagogy, school organization, and professional development required 
to address the changing demographics of the school and community (Cummins, 
2000).
According to a 1998 census, there were 2,022,437 students enrolled in 
elementary schools in Ontario (Statistics Canada, 2000). During the 1999 school
13
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year, approximately 5% of those students were language minority students, that is, 
students who were in the process of learning English as an additional language 
(EAL). Cummins (1989, 1996, and 2000) has done extensive work in the areas of 
language, bilingualism, and education. Most o f this research focuses on the 
importance of bilingual children’s mother tongue for their overall personal and 
educational development. In addition to Cummins’ research, the following is a 
detailed summary of research conducted by Baker (2000), Emst-Slavit et al. 
(2002), and Skutnabb-Kangas (2000). When children continue to develop their 
abilities in two or more languages, they gain a deeper understanding of language 
and how to use it effectively. Research also suggests that bilingual children may 
also develop more flexibility in their thinking as a result of processing 
information through two different languages (Baker, 2000; Cummins, 2000).
Another key point is that the level of development of a child’s mother 
tongue is a strong predictor of their second language development. Children who 
come to school with a solid foundation in their mother tongue develop stronger 
literacy skills in the school language (Ersnt-Slavit, 2002; Skutnabb-Kangas, 2000). 
Finally, spending instructional time through a minority language in the school 
does not hurt the children’s academic development in the majority school 
language. Some educators believe that bilingual programs ‘take-away’ from the 
majority school language. However, well implemented bilingual programs can 
promote literacy and subject matter knowledge in a minority language without 
having any negative effects on the child’s development in the majority language. 
When children are learning through a minority language, they are not only 
learning this language in a narrow sense. They are learning concepts and
14
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intellectual skills that are equally relevant to their ability to function in the 
majority language (Cummins, 2000). For example, if  a child is able to tell time in 
their mother tongue, they do not need to re-leam this skill in English, they will be 
able to acquire new labels for this skill they have already learned and apply these 
labels to their new learning.
People are amazed at how quickly bilingual children pick up conversational skills 
in the majority language in the early years at school. Acquisition of peer- 
appropriate, conversational abilities may be acquired fairly rapidly, usually within 
one to two years of exposure, however, progress to grade appropriate academic 
language usually requires upwards of five to seven years (Cummins, 1989). What 
this means is that students can get by with their day-to-day activities but when it 
comes to success in the content-area classes, such as language arts, mathematics, 
and science, students can take five to seven years to acquire full understanding 
and proficiency.
It is the goal, through use of differentiated instruction, that these children 
have their talents recognized and promoted within the school. If teachers reject 
the child’s language, the teacher is essentially rejecting the child. If children feel 
this rejection, they are much less likely to participate actively and confidently 
during in-class activities. It is not enough for teachers to passively accept 
children’s linguistic and cultural diversity. Teachers must be proactive and take 
the initiative to affirm children’s linguistic identity and create an instructional 
climate where the linguistic and cultural experiences of the child is actively 
accepted and valued (Cummins, 2000; Ernst-Slavit et al., 2002). Considering 
today’s diverse classrooms, it is unlikely that a teacher will be successfully able to
15
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develop “one-size-fits-all” learning experiences that fall into the zones of 
proximal development o f all students in a particular class. By modifying 
instruction to draw on student interests, student engagement, higher levels of 
intrinsic motivation, higher student productivity, greater student autonomy, 
increased achievement, and an improved sense of self-competence will result. 
Encouraging students to link required learning to that which is personally 
interesting to them seems an important modification for teachers in most 
classrooms.
Meeting the Needs of Diverse Learners
Differentiated instruction is a concept that has been designated to an age-old 
teaching practice used by teachers. In differentiated instruction, all students’ 
needs, interests, and profiles become key components in planning a range of 
learning activities (Tobin, 2005; Tomlinson, 1999; Yatvin, 2004). Differentiation 
does not ask teachers to be specialists in dozens of areas; rather, it encourages 
teachers to develop approaches that facilitate the learning of all students. 
Diversity is the hallmark of many elementary schools in today’s educational 
setting. While addressing the needs of such a wide range of learners is 
intimidating, it also offers unlimited opportunities to develop flexible and 
responsive classrooms (Tomlinson, 1998). Despite the range o f academic, social, 
cultural, and gender differences that typify elementary school a classroom, 
relatively little research has been undertaken to determine how teachers deal with 
diversity in their classrooms (Nunley, 2006; Tomlinson, 1998). Current 
elementary school classrooms have a diverse student population. Culture, race, 
language, economics, gender, experience, motivation to achieve, disability,
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advanced ability, personal interests, learning preferences, and presence or absence 
of an adult support system are just some of the factors that students bring to 
school with them every day (Tobin, 2005; Tomlinson & McTighe, 2006). 
Teachers need to create classrooms in which human differences are valued and 
provided for. Yet, there are very few teachers who seem to have the skill or will 
to develop diverse settings that address the backgrounds of students (Nunley, 
2006; Tomlinson, 2004; Yatvin, 2004).
Issues Relating to Differentiation
Students with Behavior, Learning, and Physical Disabilities 
For many years students with behavior, learning, and physical disabilities have 
been classified as special education students and placed in special education 
classrooms or school. Studies show, however, that placement of children in 
special education can be ineffective and discriminatory unless children are 
accurately identified and only if noninclusion demonstrates superior results 
(Baker, Wang, & Wahlberg, 1995; Caine & Caine, 1997). As schools are 
challenged with the need to serve an increasingly diverse student population, 
educators must decide how to implement inclusive education to benefit all 
children, especially those with special needs (Burke, 2000). While some feel that 
inclusion is necessary to allow students to meet their learning and social needs, 
others feel that these needs should be met in a separate classroom, based upon the 
individual needs of each student, this is where differentiation can be implemented 
within the elementary school classroom. Struggling learners often require more 
guided practice and support from the teacher before they attempt tasks 
independently. As Strickland, Ganske, and Monroe (2002) observe, struggling
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learners need guided instruction that helps to make assigned tasks easier for them. 
They do not and will not function well in classrooms where there is a heavy 
emphasis on lecture style instruction and textbook assignments and little emphasis 
on techniques such as modelling or coaching. One of the most common 
challenges among students with a learning disability is an inability to focus and 
sustain attention (Baum et al., 2001; Tobin, 2005), yet when engaged in areas of 
strength and interest, and engaged in positive social interaction around literacy, 
students who struggle with reading and writing show high levels of motivation to 
read. Using interest based curriculum provides a context in which students are 
most likely to sustain attention (Renzuilli, 1997). At the heart of differentiation is 
a desire for improvements in how we meet the needs o f an increasingly diverse 
Canadian school population (Tobin, 2005). In their article, Baum et al. (2001) 
suggest that learning disabled students frequently spend their school lives feeling 
trapped by their learning deficits and totally ignored with respect to their talents. 
In addition, Baum et al. (2001) suggest that accommodating the specific needs the 
students had as gifted learners, helped them to compensate for their learning 
difficulties. Observing the students will help the teacher assess which ways the 
students learn best. Once the students see themselves as competent learners, they 
often improve in reading and writing. The key in helping students with special 
needs is to use instructional strategies that accommodate both sets of 
characteristics to create the appropriate balance between attention to strengths and 
compensation for weaknesses and then to infuse these strategies into authentic 
challenging curriculum. For example, many gifted students as well as students 
with disabilities experience difficulty with sequential organization. Primarily
18
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students with a learning disability tend to encounter problems when they try to 
organize information sequentially. This problem may affect their ability to 
receive, process, and communicate information as discussed above. Many also 
have problems with linear tasks like developing a well-written essay or an outline 
to organize the ideas for a paper or project. Visual graphic organizers such as 
webs, Venn diagrams, and storyboards are useful and helpful to these students. 
There are many resources available to assist teachers in using these strategies with 
their students. With the differentiated curriculum adapted to specific needs of 
their students, teachers find that their students’ abilities and talents could 
compensate for weaknesses as they apply basic skills creatively to an authentic 
problem. This type o f curriculum enriches students’ life experiences, qualitively, 
adding depth through an integrated approach without adding content in a linear 
way. Switching the focus away from these problematic areas such as, low 
achievement in reading and writing, for a time, empower students to use other 
intelligences to solve problems and create products (Baum et al., 2001).
Issues o f  Ethnicity, Culture, and Gender
Studies show that educators must focus on what students bring with them rather 
than what they lack (Ernst-Slavik et al., 2002; Yau & Jimenez, 2003). Children 
bring specific strengths and a set of experiences into the classroom that are not 
always reflected in the curriculum or acknowledged through instructional 
practices. By emphasizing family history, many students with a multifaceted 
heritage may develop literacy skills. Teaching and learning must be extended and 
enhanced toward the student’s own experiences. Schools need to develop and 
demonstrate an appreciation and respect for cultural diversity. Equal
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opportunities must be developed and instituted in classroom practices and 
curriculum that responds to the diversity needs to be represented in the classrooms. 
Implementation of these practices is dependent upon supportive school staff and 
programs, district policies, and ministry guidelines that recognize diversity as an 
asset not a handicap. Culture has an important bearing on how individuals learn. 
While it is clearly not the case that all members of a given culture learn in similar 
ways, it is the case that learning environments and procedures that are 
comfortable for many members of one cultural group may not be such to many 
members of other cultural groups. Encouraging students to link required learning 
to that which is personally interesting to them seems an important modification 
for teachers in most classrooms. Finally, differentiated instruction addresses 
gender differences and cultural differences. Differentiation defeats the 
assumption that we were born as cookie-cutter images of one another, and that we 
are in fact individuals. Male and female learning patterns and preferences vary. 
The variance has biological, cultural, and environmental origins. There is also, of 
course, great variety among both male and female populations in regard to 
learning. It is likely counterproductive to assume that gender is an irrelevant 
factor in what individuals learn and how they learn.
Differentiated Instruction in the Language Arts Classroom 
Differentiated instruction is important to use in all areas of the curriculum, 
however, over 50% of a student’s instructional day consists of Language Arts 
instruction. According to a study completed by Applebee (2002) the most 
effective classrooms contain English classes where students are challenged to 
think carefully about readings and discussion topics that pose questions of
20
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substance in which people can reasonably differ. In many classrooms difference 
of any sort is a problem, yet difference in the classroom today is inevitable. 
Every teacher has faced the challenges presented by students who cannot or will 
not keep up. Diverse perspectives are truly valued and there is careful scaffolding 
and systematic teaching of knowledge and skills. Based upon the work of Tobin 
(2005) this section identifies four approaches teachers can use to differentiate 
instruction in the language arts classroom. These include: (a) choices in reading 
materials and creative work products; (b) a discussion based framework focused 
on big ideas; (c) dynamic grouping; and (d) using multimedia resources.
Choices in Reading Materials and Creative Work Projects 
Teachers need to provide students with choices about what they read and about 
the design of their assignments. Selection of materials that are interesting and 
relevant to students positively affects learning, motivation, effort, and attitudes. 
One solution is the implementation of learning contracts, which offer a means of 
orchestrating child-centeredness and increased independence. A learning contract 
is a strategy in which the teacher serves as the facilitator and enabler, negotiating 
with and advising the student in setting up the learning contract, yet gives the 
student some say in what and how he or she will learn. The student in turn, 
agrees to complete tasks in a set amount of time on his or her own initiative. 
Another way of differentiating specific literacy products is through tiered 
activities, which allow learner to respond on one o f three levels of complexity, 
according to their readiness. Tiered activities take into account the degree of 
structure and complexity required by the learner. Facilitating creative work 
projects is also an important aspect of differentiation. Students discover
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meaningful dimensions of literacy when they can explore them through creative 
arts. Aesthetic and creative responses to text in the form of dance, drawing, and 
interactions with popular culture open up a myriad of different ways to express 
and learn among students. One such trend capitalizes on the current popularity of 
comic books, largely due to the surging popularity of Japanese animation 
(referred to as anime). Bitz’s (2004) research on comic book writing and design 
with inner city students showed that students focused on themes from their 
individual lives. There was a noticeable increase in their writing especially for 
students with limited English proficiency partly because of their ability to rely on 
the pictoral components as they were involved in creating their own comic books. 
These children used the comic books to tell their stories. Although children 
struggled through the manuscript part, they were able to rely and focus on the 
pictoral components of the project.
Discussion Based Approach Focused On Big Ideas
Young adolescents actually strive to make sense of learning by relating it to their 
new social interest and psychological awareness. All students need opportunities 
to interact with big ideas and to deepen their understanding through meaningful 
conversations and collaborative groupings. High-quality discussion and 
exploration of ideas, not just the presentation of high-quality content by the 
teacher or text are critical experiences for readers and writers. Different 
interpretations o f text instead of consensus interpretation is a key way in which 
learners can be encouraged in differentiated classrooms to bring their own 
understandings and life experiences to the lessons. Many struggling readers do 
better when instruction builds on previous knowledge and permits them to voice
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their understandings and to refine those understandings through substantive 
discussions with others. Differentiation in language arts begins with discussions 
based on big ideas of interest to your students. Prime emphasis is placed on 
cultivating multiple perspectives in enriching students’ understandings rather than 
closing them off as a result of preoccupation with consensus and conformity. 
Dynamic Grouping
Having students work in groups makes sense, as does having them use the 
appropriate level of reading materials to develop reading fluency. It has been 
demonstrated that group interactions around reading topics enhance students’ 
interest in reading. Grouping criteria in a differentiated classroom would be 
flexible, sometimes according to their reading level or needs, while at other times, 
students would be grouped according to their interest. In such groups, teachers 
could draw on a range o f reading materials from a variety of genres. Schneider 
(2000) offers suggestions for differentiating cooperative group work such as, 
assigning the students specific roles. By differentiating tasks within cooperative 
groups learners are held accountable while ensuring that the work is suitably 
challenging for the entire group. An individual needs to feel that he or she has 
something to contribute to a relationship and has a need of motivation to relate. 
These students first, however, must have the opportunity to interact with peers 
with similar strengths and interests. Working together on a mutually decided goal 
brings about teamwork and sharing. This teamwork implies that each member of 
the team has something valuable to offer to the team’s success. Requiring 
students to work collaboratively, in which their contributions consist of passing 
out materials or being the time keeper may not allow for true expression of
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students’ talents or worth. Working together on writing and illustrating a book, 
on the other hand, where one student is the writer and the other, the illustrator, can 
have a positive effect on student self-esteem and social skills. Thus, the 
differentiated curriculum must offer opportunities for students to work together in 
areas of strengths and interests in which contributions are based on individual 
gifts and talents.
Using Multi-Media Technological Resources
The saying ‘a picture is worth a thousand words’ has a unique relevance to gifted, 
students with LD, EAL, and struggling readers and writers who are dependent on 
visual images to retrieve information and build knowledge (Baum et al., 2001; 
Tobin, 2005). In a differentiated classroom with an emphasis on multi-media, 
learners with learning disabilities could be involved in literacy practices using 
technology to assist them. Multimedia programs can enable teachers to create a 
context for meaningful learning that includes basic skill development. 
Multimedia technology incorporates auditory with visual instructions and 
feedback to the learner. Newer programs can be of more interest and much more 
effective when these programs feature voice-input and allow students the 
opportunity to compare their oral answers with the answers of the computer. 
Teachers must carefully evaluate the specific design, characteristics of newer 
programs that implement multimedia. Multimedia can offer effective alternatives 
for students with learning disabilities to acquire content knowledge as long as 
teachers recognize that some instructional design techniques may assist some 
learners and frustrate or confuse others. Multimedia allows for different levels of 
prior knowledge, encourages exploration, enables students to see a subtask as part
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of the whole task and permits students to adapt materials to their own learning 
styles. These aspects of multimedia may, at times, be in direct conflict with some 
of the learning characteristics of students with learning disabilities. Teachers 
need to consider the specific strengths and weaknesses of their students and how 
each student’s learning abilities might interact with specific characteristics of 
multimedia (Wissick & Gardner, 2000). Media and technology can be used to: (1) 
create a learning environment that invites and enables all students, regardless of 
traditional literacy skills, to participate equally in the educational experience; (2) 
rekindle students’ enthusiasm for learning and teaching, reading and writing; and 
(3) help teachers improve their teaching methods (Rother, 1998). A challenge in 
education is to rethink how the old and new media can be used in education to 
help all young people acquire knowledge of the media and experiences with 
technology to function and adapt to an evolving world.
The discussion about media and technology (Wissick & Gardner) is 
similar to my own beliefs and classroom practices. I too believe that students 
learn more and better if  they are engaged in activities that are of interest to them. 
As a result I have different forms of media for the students to use in the classroom 
on a daily basis including, computers, magazines, comic books, videos, power 
point presentations and games. These types of media are used to peak the 
students’ interest. This supports the point that Rother (1998) made in his article 
that states media and technology can be used in the classroom to improve 
teaching. This point has been taken into consideration by the provincial 
Government in Ontario when they set up the current curriculum guidelines. The 
“old” Language Arts curriculum contained the strands Reading, Writing, and Oral
25
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
and Visual Communication. A fourth strand has since been added, Media 
Literacy. This just goes to show you that media literacy is becoming more and 
more important in teaching our students. Media is all around us. It just makes 
sense to use it in every day lessons and teaching to give students that extra little 
bit of interest to put toward their learning.
As teachers facilitate rich discussions focused on ‘big ideas’, make use of 
‘dynamic grouping’, provide choices of reading materials and work products, and 
provide better access to multi-media resources, the changes increase that 
struggling students will find multiple ways to participate in the language arts 
curriculum and have their individual needs met. Ultimately, teachers who choose 
to differentiate must be willing to share some of their power with their students 
and make curriculum decisions with them. They also need to cultivate a genuine 
interest in their students’ ways of learning and their preferences for what and how 
they inquire knowledge.
The Importance of Using Differentiated Instruction to Assist in the Development 
of Literacy Skills
To be literate is a highly valued skill to acquire. Often the term itself connotes the 
ability to read and write, however, the road to becoming literate begins long 
before a person begins to make sense of the symbols that make up words on a 
page. According to Hall (1996) everybody comes from some place and needs 
some sense of identification and belonging. Hall (1996) stated that learning to 
read and write are easily connected to a child’s education, however, how children 
gain the skills to achieve literacy depends greatly on their primary discourse and 
how they read in their world. In my experience, children who live in high poverty
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encounter low literacy rates. Learning to read and write is not as highly valued in 
lower socio-economic populations, as it is in the middle to upper class 
populations. Students who come from lower socio-economic status can learn the 
skills associated with reading and writing, however, instruction needs to be 
specially adapted to reach students who live in poverty, better. Based upon the 
work o f Primeaux (2000) the next section is comprised of the following 
subheading: (a) a responsive literacy environment; (b) explicit comprehension 
strategy instruction; and (c) time spent engaged with connected text using 
authentic materials.
A Responsive Literacy Environment
Studies comparing the instruction of struggling readers with that of proficient 
readers report that struggling readers often spend time in lessons that emphasize 
decoding, rote drill, and meaningless practice, while proficient readers spend 
more time actually reading and thinking about their reading by sharing their 
thoughts with others (Applebee, 2002; Primeaux, 2000; Yau & Jimenez, 2003). 
Social constructivist classroom environments honour the learner’s voice by 
cultivating interaction and decision making and supporting reading and writing 
for real purposes (Delpit, 1988; Ivey, 1999). Struggling readers must be taught 
the strategies for helping them comprehend what they are reading. The 
comprehension process involves the use of pre-reading, during reading, and post­
reading strategies which lend themselves to being used independently and flexibly. 
Explicit Comprehension Strategy Instruction
Delpit (1988) recommended that teachers incorporate explicit instruction, 
especially for students that come from diverse backgrounds, when implementing
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differentiated instruction. Delpit also advocated explicit instruction in which the 
learner’s literacy repertoire is broadened through the context of meaningful 
activities and through interactions with the teacher. According to Au (1993) 
constructivist models of instruction can be used to great advantage in the 
multicultural setting, however, teachers need to be reminded to be observant and 
tuned into the needs of the students, if  these models of instruction are to be 
applied to good effect.
Time Spent Engaged with Connected Text Using Authentic Materials 
One drawback o f using a differentiated instructional approach to teaching is that a 
great deal o f time is required. Allowing students to become involved in the 
instructional process is time consuming. Extending time periods seem especially 
important for teaching struggling readers. Struggling readers need to have access 
to real books in order to have opportunities to visit and revisit books that were 
used for instruction and familiar, books that can be checked out o f the library, 
purchased at a book store, ordered from a book club, or borrowed from a friend. 
Ivey and Broaddus (1999) surveyed over 1700 middle school students about what 
inspired student engagement in classroom reading. They found that student 
choice, personal interest and involvement, and time to read are critical to reading 
engagement. Yet, classroom instruction tends to leave students out of the formula, 
rather than tapping into their interests or helping students to identify their interests, 
teachers try to contrive interest in specific books using a variety of bells and 
whistles. If we believe readers learn to read by reading, it would seem that 
student-selected, at home reading would be crucial to the progress of struggling 
readers. When teachers have overt expectations that students will read and will be
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held accountable, students build their endurance and develop the habit of reading 
independently. Without this expectation, struggling readers might be less likely 
to spend recreational time reading. A particularly effective approach is allowing 
students to solve real problems in which students use authentic methods of the 
practicing professional to investigate problems in particular domains and create 
original products to communicate their results. The role of the teacher is more of 
a facilitator than a provider of information. The teacher-facilitator assists students 
by making suggestions, asking probing questions to help the students clarify their 
thinking and encouraging them in their quest for solutions. The differentiated 
curriculum centers on authentic learning experiences. Instruction is neither 
contrived nor pre-packaged; learning outcomes are not predetermined. Creativity 
occurs when teachers design learning experiences that include opportunities for 
students to explore, experiment, and expand their knowledge base (Baum et al., 
2001).
In closing I would like to illustrate a personal example of my own journey 
toward literacy. When I was younger I was an avid reader. I enjoyed all types of 
books. Throughout my elementary years I engaged in phonics lessons my 
teachers had prepared that were full o f recognizing sounds, letters, and blends. 
Teaching was very monotonous and there was not a lot o f room for the “fun” or 
the “whole” approach to learning. There was either a right answer or a wrong 
answer. When we read, we did so from the “Mr. Mugs” [basal] reader with our 
fingers pointing to the words and every student engaged in the same process. It 
was very systematic and honestly, boring. I could never follow along with the 
class because I was always reading ahead. When it was my turn to read aloud, I
29
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
never could complete the task because I had read too far ahead and could not find 
my place. I always felt as though I could not read, however, because the teacher 
would then pass over me and give my turn to someone else. When I went to high 
school I acquired a new admiration for reading. Specifically, I found an 
appreciation for gaining experience in the critical interpretation of texts (Freire & 
Macedo, 1987). As students we did not have to memorize the description 
mechanically, but rather learn its underlying significance. I remember reading 
Shakespeare in grades nine through twelve and picking apart soliloquies and 
quotes. Our assignments consisted of telling the teacher what Shakespeare meant 
by the quote. I found these assignments easy to do. No matter what, I could 
always analyze the quote and come up with an answer. There were no right or 
wrong answers here, just my own opinions where we would reflect and relate 
them to our own experiences. As long as I provided adequate proof of why I 
thought what I did, I was able to do well on the task. Gumperez and Cook- 
Gumperez (1982) summarize this concept quite nicely in that we are not 
separating meaning and actions in their abstract analytical form, but we are 
looking at how they are realized in practices and how this process of realization 
can influence our assessments (Gumperez & Cook-Gumperez, 1982). All 
children will develop literacy in their own style and at their own pace. It is 
extremely personal and it develops differently in each person, depending on their 
personalities, culture, lifestyle, lived experiences, needs, abilities, and interests. 
Literacy development is a life-long process (Richardson, 1998).
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Approaches for Implementing Differentiated Instruction
There are many factors that help or hinder the implementation of differentiated 
instruction. In addition to Tomlinson’s (1999; 2000; 2004; 2006) work, there 
have been several research based articles that suggest there are many factors that 
facilitate or impede teachers while trying to implement new teaching strategies 
(Donovan, Rovegno, & Dolly, 2000; Hiebert & Pearson, 2000; Holloway, 2000; 
McGarvey, Marriot, Morgan, & Abbott, 1997; Moon, Callahan, & Brighton, 2003; 
Pettig, 2000; and Schumm & Vaughn, 1998). In a study conducted in Northern 
Ireland, McGarvey and his colleagues (1997) found that elementary teachers were 
trying to apply the principles of differentiation in their classrooms; however, 
many teachers needed help incorporating a variety of different instructional skills. 
Teachers faced many obstacles, including difficulty in planning lessons and in 
adapting teaching methods to allow for differentiation. Furthermore, McGarvey 
and his colleagues found that fewer than half the teachers made provisions in 
class work for a wide range o f student abilities.
Moon et al. (2003) found similar results when they determined teachers 
acknowledge the importance of meeting the needs of academically diverse 
learners, however, meeting their needs in the classroom is a problem. These 
teachers tend to enter their classroom with a lack of support for change. An 
implication of this study suggested interventions for teachers such as workshops 
to prepare teachers in meeting the needs of the diverse learners in their classrooms. 
When introduced to differentiated instruction for the first time, many teachers 
receive very few resources from their school districts. This in turn makes 
adaptations to this instructional method difficult to implement (Schumm &
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Vaughn, 1998). Teachers have said that some of the best resources include those 
that are obtained from other teachers. The disadvantage to this, however, is that 
they have minimal time for scheduling, co-planning and collaboration with each 
other (Holloway, 2000; Schumm & Vaughn, 1998). It is very difficult to 
implement change in instruction when there is no support from the school district 
and the need for both materials and appropriate planning times are not being met 
(Holloway, 2000).
Preparing teachers to deal with different students’ needs is difficult 
because studies show that teachers have acquired powerful notions about teaching 
and learning from personal experiences during their own schooling (Cuban, 1983; 
Donovan, Rovegno, & Dolly, 2000; Holloway, 2000; Nunley, 2006; Tomlinson & 
McTighe, 2006). Teachers tend to teach the way they were taught. Cuban (1983) 
suggested that a set of core teaching practices have endured over the past century. 
These practices (teaching to the whole class, reliance upon textbooks, rows of 
desks) persisted over time, in different settings, in spite of changes in teacher 
education and the knowledge that students bring to the classroom. When 
suggesting a move toward a flexible approach to instruction this requires 
persistent intent for teachers to break old habits and replace them with routines 
that are flexible enough to support the success of many kinds of learners.
Tomlinson, Tomchin, and Callahan (1994) examined the perceptions of 
teachers regarding the needs and instruction o f academically diverse learners. 
Tomlinson et al. identified five common patterns in the perceptions and practices 
of teachers related to academically diverse learners: the belief that students differ 
in their needs, but that addressing those needs is nearly impossible; difficulty
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pinpointing the specific needs of students; narrow views of differentiated 
instruction; limited repertoire of strategies for differentiation; and the overlay of 
other factors, including classroom management, their views of teaching and 
learning, and limited skills in assessment. If teachers do not have a positive 
disposition toward adjusting their teaching in the interest o f helping all students 
succeed, it is unlikely that they will implement strategies for differentiated 
instruction. The literature also suggests, however, that a positive disposition 
toward differentiation alone is not enough to result in effective implementation.
Many research studies have been completed that focus on why schools 
seem so resistant to change (Caine & Caine, 1997; Eisner, 1994; Fullan & 
Stieglebauer, 1991; Fullan, 1993; Sarason, 1990, 1993). The point these 
researchers have made is that the practice of education has remained monotonous 
over the last century. To overcome this, differentiation needs to be used to meet 
diverse student needs. Differentiation addresses the needs of struggling students 
and advanced learners. It addresses those students who are English Language 
Learners and also students who have strong learning style preferences. Finally, it 
addresses gender differences and cultural differences. It defeats the assumption 
that we were not born as cookie-cutter images of one another, that we are in fact 
individuals.
If we truly want every child to maximize his or her potential, which also 
includes talent in areas not always addressed at their particular grade level in 
school, we must create a learning environment conducive to success, maintain 
high expectations, and install high hopes in each learner to become an expert in 
his or her area or talent. The differentiated curriculum offers students authenticity
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in the content of the curriculum and in the methods and material used by 
professionals in a given field (Baum et al., 2001). When education focuses on 
real-world experiences and can offer mentoring opportunities for students, 
motivation for learning increases. Youngsters are eager to learn, become 
successful, and be recognized by peers and adults alike for their accomplishments. 
Certainly children would benefit if  curriculum and instruction were tailored to suit 
their strengths, interests, and individual talents.
As a result of the diversity realities of Windsor and research information 
indicating the reluctance and difficulties associated with implementing 
differentiated instruction, I designed this research study to investigate the 
knowledge elementary teachers possess when implementing differentiated 
instruction in their classrooms. This study answered the following research 
questions: (i) Are elementary teachers knowledgeable in strategies they can use to 
implement differentiated instruction? (ii) How often are elementary teachers 
using differentiated instruction in specific subject areas? (iii) What factors help or 
hinder teachers trying to implement differentiated instruction in the classroom?
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This is a quantitative research study designed to investigate the knowledge 
elementary teachers possess when implementing and using differentiated 
instruction in their classrooms. Creswell (2005) indicates that quantitative 
research, is research in which the researcher decides what to study, asks specific 
narrow questions, collects data from participants, analyses the data using statistics, 
and conducts inquiry in an unbiased objective manner. Quantitative research 
establishes relationships between measured variables and seeks to explain causes 
for these relationships (McMillan & Schumacher, 1997).
Gall, Borg, and Gall (1996) have defined survey research as the use of
questionnaires to collect data about the characteristics, experiences, knowledge, or
opinions of a sample or population. Similarly Creswell (2005) indicates that a
survey is used to describe trends and interests among a sample from a population
in order to identify personal opinions, beliefs, and attitudes. Gay (1996) believes
that through a survey the researcher attempts to collect data from members of a
population in order to determine the current status o f that population. Descriptive
research conducted through a survey can be very valuable because it represents
more than asking questions and reporting answers, it involves careful design and
execution of each of the components of the research process. Surveys can be used
in many fields in education; however, surveys are most commonly used for the
collection of data by schools and about schools. Survey research has many
advantages because it is a convenient method of gathering a large amount of data
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from participants thought to be representative of the targeted population. It can 
also be of benefit to researcher because respondents can control the data items and 
fill the survey out at their own convenience; they can answer questions in any 
order, and can take more time if needed to complete the survey. Surveys 
represent one o f the most common types of quantitative, social science research 
(Scheuren, 2004). In survey research, the researcher selects a sample of 
participants from a population and administers a questionnaire to them (Creswell, 
2005). According to Creswell (2005) and Gay (1996) a survey can be 
administered to a sample in order to describe the attitudes, opinions, behaviors, or 
characteristics of the population. Using this procedure allows researchers to 
collect quantitative data using a questionnaire and statistically analyze the data to 
describe trends about responses to research questions.
In this study a cross-sectional design was used to collect information about 
teachers’ current attitudes on the topic of differentiated instruction. It was the 
researcher’s intent to use the data obtained and estimate the characteristics of a 
large population of interest based on a smaller sample from that population. A 
cross-sectional design was used because it was the researcher’s intent to collect 
data only at one point in time, rather than over a period of time.
Procedures
Once permissions from the University of Windsor Research Ethics Board and 
Greater Essex Country District School Board were obtained, teachers were invited 
to participate in the study through a letter o f invitation (Appendix B) that was sent 
out via email to a random sample of elementary teachers who work for the 
Greater Essex County District School Board (GECDSB). The research survey
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was attached to the email message should teachers wish to participate 
electronically. Reasearchers such as Creswell (2005) believe that electronic 
questionnaires are becoming more popular so consequently, an invitation to 
participate in an electronic survey was attached. Also, surveys were sent out to 
those elementary teachers by inter-school courier for those who chose not to 
participate electronically. Once completed, the surveys were returned through the 
inter-school courier, by email attachment, or Canada Post. The survey responses 
obtained through email attachment were analyzed and then deleted from the 
researcher’s personal files. The survey responses obtained through the inter­
school courier or Canada Post were analyzed and then shredded.
Participants
The participants of this study consisted of 72 employees from the Greater Essex 
County District School Board (GECDSB) (n=72). However, two teachers 
indicated that they do not differentiate instruction at all so they did not answer all 
the questions on the survey pertaining to differentiated instruction. Therefore, 
some of the results read n=72 and others read n=70. The GECDSB employs 
approximately 1500 elementary school teachers from which the researcher hoped 
to obtain a sample of 100 to 150 elementary teachers, roughly representing 10% 
of the total teacher population. A total of 110 surveys were sent out. 72 surveys 
were completed with data that could be analyzed. The remainder of the surveys 
were not included in the data analysis because of two reasons: they were not 
completed and sent back to the researcher or the survey was not completed 
properly for example, leaving one or more of the questions unanswered. The
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sample consisted of teacher participants with a variety of years of teaching 
experience, current teaching assignment, and gender (Table 1).
Table 1. Demographic data summary
D em ograp h ic  C ategory F requency P ercen tage
G ender
M ale 11 15.3
Female 61 84.7
Y ears o f  T each in g  E xp erien ce
0 to 4 15 20.8
5 to 9 34 47.2
10 to 19 13 18.1
20 + 10 13.9
C urrent T each in g  D ivision
Primary 26 36.1
Junior 12 16.7
Intermediate 21 29 .2
Other 13 18.1
Of the 72 participants, 15% were male teachers and 85% were female teachers. 
Gender did not affect the outcome of the data because it is a common trend to 
have more female teachers at the elementary school level. Statistical analysis of 
the survey data indicates that 21% of the teachers had 0-4 years of experience, 
47% of the teachers had 5-9 years of experience, 18% of the teachers had 10-19 
years of experience, and 14% of the teachers had twenty or more years of 
experience. Each grade level was represented from Junior Kindergarten through 
grade 8, including combined and split grades at all levels (Figure 1). Teachers 
from the primary division, which includes Junior Kindergarten through grade 
three, represented 36% of the total surveyed. The junior division, which includes 
grades 4 through 6, represented 16% of the total surveyed. The intermediate 
division, which includes grades 7 and 8, represented 29% of the total surveyed. 
Finally, 18% of the participants surveyed fell into the “other” category. This
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included English as a Second Language teachers, Learning Support teachers, 
Early Literacy teachers, Special Education teachers, and Literacy and Numeracy 
Support Teachers.
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Instrumentation
For this study, a survey (Appendix A) was developed by the researcher, consisting 
of five demographic questions (gender, years of teaching experience, 
qualifications, current teaching assignment, and current subject areas). Next, the 
survey contained: one question about whether or not teachers use differentiated 
instruction; two questions about differentiated instructional strategies and 
frequency of use; two questions about the subjects teachers differentiate their 
instruction in and how often; and two questions about factors that help or hinder 
the implementation o f differentiated instruction. In addition, the survey elicited
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information about resources teachers would use in order to enhance their 
knowledge about differentiated instruction.
A survey was administered because of its many advantages including cost, 
convenience, and bias. The researcher believed that because the survey could be 
filled out at one’s own leisure, teachers would be willing to participate in this 
study. One other advantage is that because this survey was sent on-line, it 
allowed for no personal contact between the researcher and the participant; 
therefore, reducing the chance for personal bias based on first impressions, which 
could have altered responses to the survey and allowing for confidentiality to be 
guaranteed to participants.
Data Analysis
Once the surveys had been collected, the researcher began to input data using the 
statistical software, SPSS, version 15.0. This software was chosen because of the 
researcher’s familiarity with it, even though there are many other statistical 
software programs that can generate similar analysis and results. Once the data 
was inputted into SPSS, the researcher coded and compared the data. According 
to Gravetter and Wallnau (1992) there are two main types of statistical methods. 
The first type is descriptive statistics and the second type is inferential statistics. 
Descriptive statistics are the statistical methods that summarize, organize, and 
simplify data. In this study descriptive statistics were used to find the frequencies, 
percentages, and proportions of the results from the survey. On the other hand, 
inferential statistics are techniques that use data, obtained from samples, to make 
general statements, or inferences, about a population. To answer the research 
questions from this particular study descriptive statistics and inferential statistics
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were used. Descriptive statistics allowed the researcher to summarize the results 
obtained from the data and put the results into simple categories. Inferential 
statistics allowed the researcher to draw conclusions from the data that were 
obtained and analyzed. In addition to the descriptive statistical analysis, 
inferences were made using Pearson’s chi-squared test, which indicates this test 
has been applied to frequencies rather than variances. The reason for applying the 
Chi-squares test was to determine if there were any relationships present among 
the data collected. Although there are many statistical tests that can be completed 
to draw inferences from this type o f data, this test is the most versatile and 
popular for nominal-level data, more specifically, data that has no numerical 
value associated with it (Huck, 2004).
Qualitative Comments
The qualitative comments that were obtained during this study were not intended 
to be included or used by the researcher. However, these comments need to be 
included because they reinforce and support the results o f this study. Some of the 
best information obtained came from the qualitative comments the participants 
wrote down while completing the survey. It was not the researcher’s intentions to 
collect, interpret, or analyze these comments but they have been included because 
they are beneficial to the outcome of this study.
Limitations
There are three basic limitations of this study. First, the study examined the 
knowledge of teachers currently teaching within the Greater Essex County 
District School Board, limiting its generalizability to teachers employed by other 
school boards or institutions. Second, the study focused on teachers at the
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elementary level, limiting its generalizability to teachers who teach at the high 
school level. Third, the survey return rates were lower than expected. Originally 
the researcher had hoped to have at least 100 to 150 surveys returned. In the end, 
however, 72 surveys were returned out the the 110 that were sent out. Lower 
return rates are a common trend found within survey research (Creswell, 2005; 
Gravetter & Willnau, 1992).
42
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER IV 
ANALYSIS OF RESULTS
Knowledge and Use of Differentiated Instructional Strategies
The survey results were compiled, analyzed, and interpreted using the statistical
software program, SPSS, version 15.0. A complete list of the descriptive statistics
and results derived from the survey questions can be viewed in Appendix C. The
findings from this study suggest that the majority o f elementary teachers, working
within the GECDSB, are familiar with a variety of differentiated instructional
strategies (Table 2). What these findings also suggest is that teachers are not
using these strategies as frequently as they could be. Some reasons for this limited
use are that planning for and implementing these strategies takes time, and
teachers do not have enough time to successfully integrate differentiated
instruction into their every day lessons. The twelve different strategies presented
to teachers vary in time consumption when planning and implementing them in
the classroom. Low preparation differentiated instructional strategies, like,
varying questioning, is very easy and quick to implement. On the other hand,
high preparation differentiated instructional strategies such as curriculum
compacting, take careful planning and requires more time to implement. The
twelve strategies teachers were asked to report on were: (a) learning contracts; (b)
tiered assignments; (c) independent projects; (d) independent study investigations;
(e) curriculum compacting; (f) interest centers; (g) learning centers or stations; (h)
varied instructional materials; (i) provisions for student choice; (j) flexible
grouping; (k) varying questions; and (1) pre-assessment data to differentiate
learning experiences. The majority of teachers surveyed reported that they were
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familiar with most of the strategies presented. Of the twelve strategies presented 
teachers reported that they are most familiar with varied instructional materials, 
varying questioning, and flexible grouping (Table 2). Teachers were then asked 
to report on how often they use these strategies in their classrooms. The most 
common strategies teachers use on a daily basis include varying questions, varied 
instructional material, and flexible grouping (Table 3). The strategy that teachers 
reported they hardly ever use was curriculum compacting.
Table 2. Teacher familiarity of differentiated instructional strategies
S trategy F am iliarity (n=70)
Y ES N O
Learning Contracts 62 8
Tiered A ssignm ents 61 9
Independent Projects 63 7
Independent Studies 61 9
Curriculum Com pacting 53 17
Interest Centers 59 11
Learning Centers or Stations 64 6
Varied Instructional Materials 68 2
Provisions for Student C hoice 67 3
Flexible Grouping 67 3
Varying Questions 67 3
Pre-assessm ent 60 10
Table 3. Teacher use of strategies in the classroom
S tra tegy  H ow  often stra tegy  is used in the classroom
(n=72)
A lw ays F req u en tly  Som etim es N ever
Learning Contracts 7 7 26 32
Tiered A ssignm ents 7 16 25 24
Independent Projects 9 19 24 20
Independent Studies 5 16 21 30
Curriculum C om pacting 1 14 19 38
Interest Centers 21 13 23 15
Learning Centers or Stations 26 14 17 15
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Table 3 continued.
Varied Instructional Materials 39 18 11 4
Provisions for Student Choice 24 27 15 6
Flexible Grouping 31 16 19 6
Varying Q uestions 40 18 9 5
Pre-assessm ent 9 20 26 17
Of the total teachers surveyed, 97% are familiar with the strategy, varied 
instructional materials. This strategy includes using materials according to the 
student readiness, interest, cultural difference, or other areas o f student difference. 
Of the 72 teachers surveyed, 54% use this strategy on a daily basis and 25% of the 
teachers use it on a weekly basis. Inferences that can be made from this data 
suggest teachers are using this strategy because it is quick and easy to implement. 
The media center at the Board office has a variety of materials available for 
teachers to use in their classrooms, such as math kits, literature kits, and science 
kits.
Another strategy that rendered different results is curriculum compacting. 
The data indicates that 76% of the teachers surveyed stated they were familiar 
with curriculum compacting, however, 53% of teachers have never used this 
strategy in their classrooms. Inferences that can be made from this data suggest 
because this is a high preparation strategy, teachers do not have the time, or 
energy to spend on developing this strategy for use in their classrooms. 
Differentiated Instruction - Subject Area Analysis
Of the 72 teachers surveyed, 97% stated they currently use some sort of 
differentiated instruction in their classrooms, while 3% stated they do not use 
differentiation at all in their classrooms. Most teachers are differentiating 
instruction in all the subject areas they teach, however, the amount of time they
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spend differentiating in each subject varies. Out of the twelve subject areas: 
Language Arts, Mathematics, Science, Visual Arts, Music, French, Social Studies, 
History, Geography, Drama, Health, and Physical Education; the two subjects that 
teachers teach the most, according to survey results, are Language Arts (90%) and 
Mathematics (88%) (Figure 2). In Language Arts, 89% of the teachers responded 
that they differentiate their instruction. Of these teachers, 83% differentiate on a 
daily to weekly basis. In Mathematics, 81% of the teachers responded that they 
differentiate their instruction. O f these teachers, 78% differentiate on a daily to 
weekly basis.
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Note. A=Language Arts; B=M ath; C =Science; D=Art; E=M usic; F=French; G =Social Studies; 
H=History; I=Geography; J=Drama, K=Health; and L=Physical Education.
Relationship between Strategies and Frequency of Use
Twelve variables were used to determine the teacher’s knowledge of specific 
instructional tools associated with differentiated instruction. Also, questions were
46
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
asked that revealed teachers’ frequency of use of these tools in their classrooms. 
(See questions 2 & 3 o f appendix A). The Pearson’s chi-squared test was used to 
find statistically significant relationships between the variables, teachers’ 
knowledge and frequency of use. Although there are many statistical tests that 
can be completed to draw inferences from this type of data, this test is the most 
versatile and popular for nominal-level data, more specifically, data that has no 
numerical value associated with it (Huck, 2004). Of the twelve variables, nine 
showed a statistically significant relationship between knowledge and frequency 
of use and three did not show any relationship between knowledge and frequency 
of use (Table 4).
Table 4. Relationships between knowledge of strategies and frequency of use
In stru ction a l S tra tegy________________V alue_____________ jj
Learning Contracts 12.043 0.07
Tiered A ssignm ents 15.994 0.01
Independent Projects 15.679 0.01
Independent Study 6.274 0.99
Curriculum Compacting 8.996 0.29
Interest Centers 26 .770 0.00
Learning Centers 18.888 0.00
Varied Instructional Materials 70.00 0.00
Provisions for Student C hoice 22.147 0.00
Flexible Grouping 22.527 0.00
Varying Questions 70.00 0.00
Pre-A ssessm ent 5.305 1.51
N ote. p<0.01, n=70
Refer to Appendix D for a complete list o f the results compiled from the factors 
that show relationships between specific strategies and their frequencies of use. 
The nine strategies that indicated a significant relationship included: (a) tiered 
assignments; (b) independent projects; (c) curriculum compacting; (d) interest 
centers; (e) learning centers or stations; (f) varied instructional materials; (g) 
provisions for student choice; (h) flexible grouping; and (i) varying questions.
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The three strategies that did not indicate a statistically significant relationship 
were: (a) pre-assessment data to differentiate learning experiences; (b) learning 
contracts; and (c) independent study investigations.
Several variables were taken into consideration for Pearson’s chi-squared 
test. The first analysis involved an examination of the teachers’ familiarity of 
varying questions and the teachers’ frequency of use of this particular strategy. It 
was noted that the varying questioning strategy was one of the highest on the list 
of familiarity and it was identified as the highest within regard to frequency of use 
by teachers surveyed. When the Chi-squared test was performed on the strategy, 
varying questioning (Table 5), it revealed a statistically significant relationship 
between the familiarity of this strategy and its frequency of use (%2 [df=3] = 70.00,
p<.01).
Table 5. Teacher familiarity of varying questioning and frequency of using 
varying questions in the classroom
V alue d f A sym p. Sig. 
(2-sided)
Pearson Chi-Square 70.000 3 .000
L ikelihood Ratio 24 .769 3 .000
Linear-by-Linear
A ssociation 23 .076 1 .000
N  o f  V alid  Cases 70
N ote. p<.01, n=70
The second set of variables analyzed the teachers’ familiarity with flexible 
grouping and the frequency of use of this strategy. When the Chi-squared test 
was performed on the strategy, varied instructional materials (Table 6), it revealed 
a statistically significant relationship between the familiarity o f this strategy and 
its frequency o f use (%2 [df=3] =70.000, p<.01).
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Table 6. Teacher familiarity of flexible grouping and frequency of using flexible 
grouping in the classroom
V alu e d f A sym p, Sig. 
(2-sided)
Pearson Chi-Square 70.000 3 .000
Likelihood Ratio 18.164 3 .000
Linear-by-Linear
A ssociation 15.667 1 .000
N  o f  Valid Cases 70
N ote. p<.01, n=70
Implementation of Differentiated Instruction
There are many factors that can contribute to helping or hindering a teacher when 
implementing differentiated instruction in their classroom. The eight factors that 
were used on the survey in this area include: (a) administration; (b) parent 
expectations; (c) range of student diversity; (d) support of staff; (e) availability of 
materials; (f) knowledge and experience; (g) planning time; and (h) staff 
development. After using Pearson’s chi-squared test to see if there were any 
relationships present among any of these factors, it was concluded that of the 
factors listed, the top factor that teachers believe facilitates the implementation of 
differentiated instruction was knowledge and experience (Table 7). Refer to 
Appendix E for a complete list of the results compiled from the factors that help 
and hinder the implementation of differentiated instruction.
Of the 70 teachers surveyed, 11 stated that knowledge of and experience with 
differentiated instruction both helps and hinders its implementation. Inferences 
that can be made from this data suggest that although teachers feel they are 
knowledgeable in the area of DI, there are still a few (16%) that are apprehensive 
about incorporating DI into their classrooms. Such apprehension may be a result
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of poor student outcomes when DI was implemented or even the amount of time 
spent in the process of preparation and implementation.
Table 7. Cross-tabulation of knowledge and experience as a facilitator or 
hindrance toward implementing differentiated instruction
K n ow led ge and E xperien ce
Yes(% ) N o(% )
T otal
H elps and Y es (%) 15.7 71.4 87.1
H inders N o  (%) 11.4 1.4 12.9
T otal 27.1 72.9 100.0
The second largest factor that helps teachers implement differentiated instruction 
was availability o f materials (Table 8).
Table 8. Cross-tabulation of availability of materials as a facilitator or hindrance 
toward implementing differentiated instruction
A vailab ility  o f  M ateria ls
Yes(% ) N o(% )
T otal
H elps and Y es (%) 42.9 40 .0 82.9
H inders N o  (%) 15.7 1.4 17.1
T otal 58.6 41 .4 100.0
Of the 70 teachers surveyed, 30 stated that availability o f materials both helps and 
hinders the implementation of DI. Inferences that can be drawn from this data 
suggest that teachers are willing to use materials if these materials are readily 
available. However, if  these resource materials are not readily available then 
teachers do not differentiate their instruction as a result.
Finally, when it comes to using resources to increase and enhance 
teachers’ understanding and knowledge of differentiated instruction: (a) 93% of 
the teachers surveyed would participate in professional development or 
workshops; (b) 69% would do professional readings, such as journal articles or 
books about the topic; and (c) 75% would engage in watching professional or
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educational videos about the topic. Inferences that can be made from this data 
suggest that teachers are willing to participate in a variety of professional 
development activities to increase and enhance their knowledge and 
understanding within the topic of DI.
Qualitative Feedback and Comments
Teachers also had the opportunity to add comments at the end of the survey 
located in question ten. Of the 72 teachers, 11 included comments about their 
own feelings and experiences with differentiation. These comments were divided 
into three categories according to the study’s research questions. Two teachers, 
who teach French and ESL respectively, made points about not being given the 
chance to participate in differentiated instruction because they do not have their 
own homeroom classes. The French teacher pointed out that she would be willing 
to learn more about differentiated instruction and incorporate it into her classes 
but she was confused as to how to do it in a 40-minute once-a-day French class. 
On the other hand the ESL teacher said that she had been using differentiated 
instructional strategies for a number of years but just recently found out that it 
actually had a name. Her class has students of all grade levels and varying ability 
to speak the English language.
One Learning Support Teacher completed the survey based on her current 
position as an LST teacher. She did indicate, however, that if  she were to have 
her own homeroom class, she would increase the frequency of the various 
strategies she uses on a daily to weekly basis.
Finally, there were eight teachers who offered comments about the factors 
that facilitate or impede the implementation of differentiated instruction. These
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teachers pointed out that there is some sort of difficulty attaining the proper 
materials and resources needed in order to implement differentiated instruction 
effectively. It was specified by one intermediate teacher that “professional 
development is often more confusing than helpful because there is not enough 
time spent on certain areas.” Another primary teacher designated that she “would 
love to make better use of DI but there has been no training, no resources, and 
little school time is devoted to learn, develop, and plan.” Finally, one Special 
Education teacher indicated that he feels “DI may be one of the most challenging 
classroom thrusts for a teacher to implement, especially if the teacher has less 
than 5 years of experience, because they are trying to establish regular classroom 
routines without having to worry about the implementation of DI.” I would like 
to summarize this entire section with the words o f one primary teacher who stated, 
“I find differentiated instruction to be a method of good teaching in order to reach 
all of the students. It will only be used by all when there is sufficient planning 
time for the teachers to gather, organize, and create materials. Differentiated 
instruction takes a lot of time and preparation for use in one lesson. To 
implement in the diverse teaching areas, teachers require more prep time and 
divisional meetings to share ideas with their fellow staff members. Differentiated 
instruction is a wonderful idea when the teachers are given the opportunity and 
time to learn and create so as to aid their students.”
52
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
CHAPTER V
DISCUSSION AND RECOMMENDATIONS
Interpretation o f Results
This section offers a discussion related to the three research questions for this 
study.
Research Question 1, Are teachers knowledgeable in strategies they can use to 
implement differentiated instruction?
The majority of teachers whom participated in the survey are familiar with
different strategies that can be used to differentiate instruction. Conclusions
drawn from the survey results, suggest the strategies that teachers use the most in
the classroom are low preparation strategies. What this means is that teachers are
able to use these strategies quickly and easily because they take little or no
preparation time. On the other hand, curriculum compacting was rarely used by
teachers because it is a high preparation strategy. Curriculum compacting
requires an abundant amount of time for planning and implementation.
In comparing the twelve variables that relate to familiarity of strategy and
frequency o f its use, significant relationships were found in nine of the twelve
strategies. This indicates that teachers may be familiar with the specific type of
differentiated instructional strategy, however, they are not confident in their
ability to use it in their classrooms or they do not know enough about it so they
prefer not to use it in their own classrooms. The findings also suggest that
although teachers may be familiar with a specific strategy this does not mean they
will use it in the classroom more often. Inherencies from this data suggest that
even though teachers are familiar with the specific strategy, it may present
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difficulties when it comes to implementation. Lack of resources, compounded 
with difficulties in planning results in a reluctance to use these strategies in the 
classroom. The findings of this study concur with studies that indicate that when 
teachers are confident in a certain teaching method or strategy they will use that 
strategy more often than if they are not familiar with it (Tomlinson, 2004). 
Teachers need to experience for themselves the processes, the benefits, and the 
challenges o f these new methods. If teachers have a limited repertoire of 
strategies for differentiation, they will find it nearly impossible to address the 
diverse needs o f their students.
Research Question 2. How often are teachers using differentiated instruction in 
specific subject areas?
Of the twelve subjects, teachers tend to differentiate in Language Arts and 
Mathematics the most. One reason that teachers are differentiating in these 
subject areas, more often, may be because Language Arts and Maithematics 
instruction account for approximately 750 minutes out o f 1500 minutes of 
instructional time per week, whereas Science, Physical Education, and other 
rotary subjects only account for approximately 100 minutes per week. With the 
new Ministry o f Education guidelines suggesting the 100 minute literacy block to 
be an element of Language Arts each day, it is only logical that teachers would 
differentiate the most in these two subject areas (Coelho, 2007). Inferences can 
be made about these fundamental subject areas of language and mathematics 
because most homeroom teachers are responsible for teaching language arts and 
mathematics to all of their students. When teachers teach the same set of students 
each day they become familiar and responsive to each student’s individual needs.
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Data from the study indicates that compared to Language Arts and 
Mathematics, French, History, and Geography are subject areas where teachers 
least differentiate. This is because if teachers are responsible for a rotary schedule, 
that is where they teach in one concentrated subject area for the majority of the 
day, they may see 120 or more (as it is the trend with French teachers), different 
students each day. This lack of meaningful knowledge about the students taught 
makes it extremely difficult to differentiate instruction for every student in each 
class.
Research Question 3. What factors help or hinder teachers trying to implement 
differentiated instruction in the classroom?
The results of this particular study show that the top three areas that teachers 
indicated are the factors that help the most when implementing differentiated 
instruction were knowledge and experience, availability o f materials, and range of 
student diversity. When asked to identify the factors that they felt tended to 
impede implementation of differentiated instruction in the classroom the 
consensus was lack o f planning time, availability or lack of, materials, and the 
range of student diversity.
This finding is in tune with Hall, Strangman and Meyer (2003). Hall et. al 
found that the top three sources of support come from the school districts, school 
administration, and parent education and involvement. School districts are one of 
the most important sources for financial support. In addition to the district, 
administration can also provide funding for important opportunities such as the 
purchase o f new equipment, professional development, and teaching materials. 
Parents can also be a valuable resource for teachers trying to implement new
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teaching strategies. Parents can be volunteers within the classroom by helping 
students become familiar with differentiated instructional methods, donating 
equipment, and supporting homework assignments.
Recommendations
It is my belief that each student should have the opportunity to participate in a 
safe school culture that fosters cooperation, encourages teamwork, and empowers 
students to be life-long learners. A student-centered curriculum, which inspires 
initiative, independence, responsibility, and self-esteem, should also be integrated. 
This pro-active environment respects and supports cultural diversity and the 
unique needs, interests, and profiles of students, while providing opportunities for 
meaningful learning experiences. Establishing a professional partnership with 
other teachers, administrators, and parents in the community, are also essential 
components, in order to lay the strongest foundation possible for students to grow 
into confident, motivated, and dedicated adults. Using this personal philosophy as 
my guideline, the following recommendations are suggested to educators, 
administrators, and practitioners of educational research for consideration.
First, teachers at the same grade level or in the same division must be 
given time to work collaboratively in order to establish differentiated instructional 
methods for their students. One of the most important factors in education is 
collaborative learning. This can occur amongst teachers, between students in the 
classroom, or amid teacher and student. Research suggests that teachers prefer to 
work with other teachers when it comes to planning lessons, sharing resources, 
and engaging in professional development. It is very difficult; however, to work 
collaboratively with colleagues when teachers are not given time to do so (Moon
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et al., 2003; and Schumm & Vaughn, 1998). As professionals, we recognize that 
our colleagues have a wealth of experience and knowledge to share with us that 
can help us meet the needs of all of our students. Administration and the board of 
education need to realize that there needs to be time given in order for the 
teaching staff to collaborate with one another. Getting together with teachers in 
the same grade or division, at the same school, is extremely helpful in establishing 
what is best for the students in their learning environment. In addition to working 
collaboratively with teachers from their own school, teachers will surely benefit if 
given the opportunity to travel to other schools located within the same 
community. Teachers all across Windsor and Essex County have so many ideas, 
strategies, and concepts to share that this opportunity will work out to be of great 
advantage for all who are involved. The only ‘catch’ is that this time needs to be 
granted during in-school hours. Teachers already spend vast amounts of time 
preparing for their classes that they do not feel more time, outside of school, is 
warranted.
Second, teachers must match their students’ level of understanding with 
the lessons they are planning. Central to how teachers work together is how they 
use their students to plan. Students come to the class with different areas and 
levels of expertise. Some students may be more knowledgeable in areas than 
other students. When teachers take into account their students varying levels of 
learning, it is much easier to match that student with a proper level of instruction 
to assure a level of maximum learning is reached.
Third, the Board of Education must provide teachers with a variety of 
professional development opportunities that relate to, and deal with the
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implementation of differentiated instruction. This study shows that teachers are 
willing to engage in professional development activities in order to enhance their 
understanding and knowledge about differentiated instruction. Of the 72 teachers, 
93% stated they would be willing to attend professional development 
opportunities in order to enhance their understanding and knowledge about 
differentiated instruction. This is an extremely high value; why not give teachers 
what they want? These workshops would be made available to interested teachers 
who are willing to learn and participate. Furthermore, these workshops should 
occur continually throughout the year as to establish an ongoing practicum and to 
allow for discussion if any problems or issues arise from the practices and ideas 
illustrated within the workshop.
The fourth recommendation is related to the third recommendation. The 
Board of Education must provide teachers with a list of available resources. The 
GECDSB has a variety of resources it offers in support o f teachers attempting to 
implement differentiated instruction in their classrooms. There are many teachers 
who are not aware of the resources the GECDSB employs for them to use when 
implementing this ‘new’ teaching strategy. A list of the available resources 
should be accessible to teachers who require more information about this topic. If 
this list was readily accessible, teachers would have no problem implementing 
and using differentiated instruction in their classrooms. In addition to a list, the 
board could consider making up a committee or special teacher assignment for a 
“differentiated instructional expert”. This teacher, or committee, could travel to 
schools located within Windsor and Essex County to present information to
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interested teachers. Again, these presentations would have to take place during 
the regular school day, as teachers’ time is a precious commodity.
Finally, routines must be used by teachers, for students, as soon as they 
enter the educational setting. I believe that routines need to be in place to support 
learning throughout a student’s entire education. It has been said that when 
routines are clearly established and rules are in place, teachers are able to execute 
effective instruction and learning within their classrooms. Why not make it a 
board-wide initiative to start using differentiated instructional strategies as soon as 
students enter school? When all teachers establish similar routines, students learn 
quickly what is expected of them. Consistency is the key to developing confident, 
contributing students. If teachers were to use the same strategies throughout the 
elementary school years, students would know exactly how to relate and how to 
react to their classroom learning environments. Some examples of differentiated 
instructional strategies that could be modified for use at all grade levels include: 
(a) learning contracts-agreements between student and teacher where certain 
freedoms are put in place for designing and completing work; (b) learning 
centers-collections of materials where students explore topics or practice a set of 
skills; and (c) varying questioning-varying the sorts of questions posed to learners 
in discussions and on tests, based on their readiness, interests, and learning styles.
The above recommendations would provide educators, administrators, and 
practitioners of educational research with useful information and knowledge 
relating to differentiated instruction. It is my hope that this study will provide 
teachers with the information they need in order to continue their professional 
growth and to enhance student learning in their elementary school classrooms.
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Conclusion
Over the past few years there has been an increase in support for teachers trying 
to implement differentiated instruction in their classrooms by the Ontario Ministry 
of Education and the GECDSB. The Ministry has published the report 
“Education fo r  A ll” to recommend practices, based on research, that will allow 
Ontario’s teachers to improve and reinforce effective instructional teaching 
methods to students that have special educational needs. An entire chapter in this 
report is devoted to planning for inclusion and differentiating instruction. During 
the 2005/2006 school year, 85 projects were funded through the Council of 
Ontario Directors o f Education (CODE) with a 25 million dollar grant provided 
by the Ministry to implement recommendations from the “Education fo r  A ll” 
Report. The CODE projects were undertaken by most school boards in Ontario. 
The GECDSB is dedicated to preparing its teachers in learning about 
differentiation. Over the past two years the board has become more involved with 
differentiated instruction. Some of the GECDSB’s schools were also involved 
with the CODE project, including Parkview Public School and Dr. H.D. Taylor 
School. Using some of the money provided by the Ministry, the board continues 
to provide its teachers with many opportunities to participate in professional 
development related to differentiation. Summer institutes, professional 
development sessions, and modules offered in-school to teachers, are just some of 
the different professional development activities offered through the GECDSB.
The purpose of this study was to investigate the knowledge teachers 
possess when implementing differentiated instruction into their elementary 
classrooms. One of the key findings in this study was identifying the
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relationships between knowledge of strategies and frequency of use in the 
classroom. When teachers are familiar with a strategy they will use it more often 
in the classroom. However, if  these teachers are familiar with a specific strategy 
but do not feel confident in their knowledge about it, they will defer from using it 
in their classrooms. Differentiating instruction takes time and practice. In order 
to meet the needs o f academically diverse learners, implementing differentiated 
instruction at any level, is a challenge for all teachers. Many new teachers, who 
are still developing skills in behavior management, teaching new curriculum 
content, and adjusting to the complexity of life in the elementary classroom, often 
find the idea of addressing the needs of individual students particularly 
challenging. Clearly, teachers must continue to develop skills in this area as they 
practice, expand, and refine their craft throughout their careers. This study may 
provide some insight into strategies that can provide teachers with the footing 
they need to continue their professional growth and to enhance student learning 
opportunities. Learning how to use new strategies effectively requires time and 
motivation. Initially many teachers will require substantial amounts of time and 
extensive guidance and support. With practice, however, teachers can learn to 
execute strategies faster and more competently. In time, teachers will be able to 
initiate, implement, and enhance their own repertoires of effective learning tools 
and strategies to use when implementing differentiated instruction in their own 
classrooms.
61
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
REFERENCES
2001 census analysis: Highlights. (2007, March 13). National Post. Retrieved 
29 August 2007 from http://www.canada.com/nationalpost/ story.html?id 
=3ee543f5-8c6b-4de0-acea-b4fe7305a42f
Applebee, A.N. (2002). “Engaging students in the disciplines o f English: What 
are effective schools doing?” English Journal. July, 30-36.
Armstrong, T. (2000). Multiple intelligences in the classroom. Alexandria, VA: 
Association for Supervision and Curriculum Development.
Au, K.H. (1993). Literacy instruction in multicultural settings. Fort Worth, TX: 
Holt, Reinhart, & Winston.
Baker, C. (2000). A parents' and teachers' guide to bilingualism. 2nd 
Edition. Clevedon, England: Multilingual Matters.
Baker, E.T., Wang, M.C., and Wahlberg, H.J. (1994/1995). “The effects of 
inclusion in learning.” Educational Leadership, 52(4), 33-35.
Baum, S., Cooper, C.R., Neu, T.W. (2001). “Dual differentiation: An approach 
for meeting the curricular needs of gifted students with learning 
disabilities.” Psychology in the Schools, 35(5), 477-490.
Benns, R. (2006). “Keswick school's balanced literacy focus, strong leadership
seen as key.” [Electronic Version] Inspire. Retrieved 1 March 2007 from 
http: IIwww. edu. gov. on. ca/ eng/literacynumeracy/inspire/classroom/Kewsic 
k_Octl5.html
Berg, B. (2007). Qualitative research methods fo r  the social sciences. Boston, 
MA: Allyn & Bacon.
62
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Bitz, M. (2004). “The comic book project: Forging alternative pathways to 
literacy.” Journal o f  Adolescent and Adult Literacy, 47(1), 574-586.
Bloom, B. (Ed.). (1974). Taxonomy o f educational objectives: Classification o f  
educational goals. Handbook 1: Cognitive domains. New York, NY: 
Longman, Green and Company.
Burke, K. (2000). What to do with the kid who... Developing cooperation, self- 
discipline, and responsibility in the classroom. (2nd ed.). Arlington 
Heights, IL: Skylight Professional Development.
Canadian Teachers’ Federation (CTF). (2002). Teaching in Canada. The
Canadian Educational System. Retrieved 29 August 2007 from Canadian 
Teachers’ Federation Web site http://www.ctf-fce.ca /e/ teaching_in_ 
canada/index, asp
CBC News. (2007, March 13). Immigration critical to Canadian Population 
Growth: Census. Retrieved 15 August 2000 from CBC News Web site 
http://www.cbc.ca/canada/story/2007/03/13/census- 
canada.html#skip300x250
Caine, R. & Caine, G. (1997). Education on the edge o f possibility. Alexandria, 
VA: Association for Supervision and Curriculum Development.
Coelho, E. (2007). “How long does it take? Lessons from EQAO Data on
English Language Learners in Ontario.” [Electronic Version] Inspire. 
Retrieved 3 August 2007 from http://www.edu.gov.on.ca/eng/ 
Literacynumeracy/inspire/equity/ELL_July30.html
Creswell, J.W. (2005). Educational research: Planning, conducting, and
evaluating quantitative and qualitative research. New Jersey: Pearson.
63
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Cuban, L. (1983). “How did teachers teach, 1890- 1980.” Theory into Practice, 
22(2), 159-165.
Cummins, J. (2000). Language, power, and pedagogy. Bilingual children 
in the crossfire. Clevedon, England: Multilingual Matters.
Cummins, J. (1996). Negotiating identities: Education fo r  empowerment in a 
diverse society. Los Angeles: California Association for Bilingual 
Education.
Delpit, L. (1988). “The silenced dialogue: Power and pedagogy in educating other 
people’s children.” Harvard Educational Review, 55,280-298.
Donovan, C.A., Rovegno, I., & Dolly, J.P. (2000). “Teaching development and 
diversity in field-based methods courses.” Action in Teacher Education, 
22(3), 37-46.
Eisner, E. (1994). Cognition and curriculum reconsidered. New York, NY: 
Teacher’s College Press.
Edwards, C.J., Carr, S., & Siegel, W. (2006). “Influences of experiences and 
training on effective teaching practices to meet the needs of diverse 
learners in schools.” [Electronic Version], Education, 126(3), 580-592.
Emst-Slavit, G., Moore, M., and Maloney, C. (2002). “Changing lives: Teaching 
English and literature to ESL students.” Journal o f  Adolescent and Adult 
Literacy, 46(2), 118-128.
Expert Panel on Literacy and Numeracy Instruction for Students with Special 
Education Needs, Kindergarten to Grade 6. (2005). Education fo r  all 
(ISBN 0-7794-8062-7). Toronto, ON: Ontario Ministry of Education.
64
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Fowler, F.J. Jr. (1993). Survey research methods. (2nd ed.). Beverly Hills, 
CA:Sage.
Fullan, M.G. & Stiegelbauer, S. (1991). The new meaning o f  educational change.
New York, N Y : Teacher’s College Press.
Gall, M.D., Borg, W.R. and Gall, J.P. (1996). Educational research. (6th ed.).
Toronto, ON: Copp Clark Longman Ltd.
Gardner, H. (1991). Frames o f  mind: The Theory o f  multiple intelligence. New 
York, NY: Basic Books.
Gardner, H. (1999). Intelligence reframed: Multiple intelligences fo r  the 21st 
century. New York, NY: Basic Books.
Gay, L.R. (1996). Educational Research. (5th ed.). Columbus, OH: Prentice Hall. 
Gravetter, F.J. and Willnau, L.B. (1992). Statistics fo r  the behavioral sciences.
(3rd ed.). New York, N Y : West Publishing Company.
Gumperez, J. & Cook-Gumperez, J. (1982). “Introduction: Language and the 
communication of social identity.” Language and the Social Identity. 
Cambridge University Press.
Hall, T. (2002). Differentiated instruction. Wakefield, MA: National Center on 
Accessing the General Curriculum. Retrieved 5 March 2007 from 
http://www.cast.org/publications/ncac/ncac_diffinstruc.html 
Hall, T., Strangman, N., & Meyer, A. (2003). Differentiated Instruction and 
Implications for UDL Implementation, Retrieved 5 March 2007 from 
http://www.k8accesscenter.org/training_resources/udl/diffinstruction.asp
65
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Hallahan, D.P. & Kauffman, J.M. (2000). Exceptional Learners: Introducation to 
special education. Toronto, ON: Allyn and Bacon.
Hiebert, E.H. & Pearson, D.P. (2000). “Building on the past, bridging to the 
future: Research agenda for the center for the improvement of early 
reading achievement.” The Journal o f  Educational Research (Washington 
B.C.), 93(3), 133-144.
Hoerr, T.R. (1996). Implementing multiple intelligences: The New city school 
experience. Bloomington, Phi Delta Kappa Educational Foundation.
Holloway, J.H. (2000). “Preparing teachers for differentiated instruction.” 
[Electronic Version]. Educational Leadership, 55(1), 82-83.
Huck, S.W. (2004). Reading statistics and research. (4th ed.). Toronto, ON: 
Pearson.
Ivey, G. (2000). “Re-designing reading instruction.” Educational Leadership, 
55(1), 42-45.
Ivey, G. & Broaddus, K. (1999). “1700+ students speak out about middle school 
reading.” Paper presented at the 49th Annual National Reading 
Conference, Orlando, FL.
Jensen, E. (1998). Teaching with the brain in mind. Alexandria, VA: Association 
for Supervision and Curriculum Development.
Kieman, L. (Producer), & Bloom, G. (Director). (1997). Differentiating
instruction: Creating multiple paths fo r  learning. [Motion Picture]. 
(Available from ASCD, 1250 N. Pitt Street, Alexandria, VA, 22314.)
66
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Kiernan, L. (Producer), & Bloom, G. (Director). (1997). Differentiating
instruction: Instructional and management strategies. [Motion Picture], 
(Available from ASCD, 1250 N. Pitt Street, Alexandria, VA, 22314.)
Lazear, D.G. (1992). Teaching fo r  multiple intelligences. Bloomington, Ind.: Phi 
Delta Kappa Educational Foundation.
McGarvey, B., Marriot, S., Morgan, V., & Abbott, L. (1997). “Planning for 
differentiation.” Curriculum Studies, 29(3), 351-363.
McMillan, J. H., & Schumacher, S. S. (1997). Research in Education: A 
Conceptual Introduction. New York: Longman.
Ministry of Education (MOE). (2006-07). Accessibility Plan (ISSN #1708-4598). 
Toronto, ON: Ontario Ministry of Education.
Moon, T.R., Callahan, C.M., & Brighton, C.M. (2003). “School characteristics 
inventory: Investigation of a quantitative instrument for measuring 
modifiability o f school contexts for implementation of educational 
innovations.” Journal for the Education o f  the Gifted, 27(2/3), 146-176.
Nunley, K.F. (2006). Differentiating the High School Classroom. Thousand 
Oaks, CA: Corwin Press.
Ontario College of Teachers (OCT). (2007). Become a Teacher. Retrieved 29 
August 2007 from Ontario College of Teachers Web site 
http://www.oct.ca/become_a_teacher/?lang=en-CA
Pettig, K. L. (2000). “On the road to differentiated practice.” [Electronic Version], 
Educational Leadership, 5$(1), 14-18.
Piaget, J. (1960). The child’s conception o f the world. Translated by Joan & 
Andrew Tomlinson. London: Routledge & K. Paul.
67
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Rea, L.M. and Parker, R.A. (1992). Designing and conducting survey research.
San Franciso, CA: Jossey Boss.
Renzulli, J.S. (1978). “What makes giftedness?” Re-examining a definition. Phi 
Delta Kappan, 60( 180-184), 261.
Rieber, R.W. & Robinson, D.K. (Eds.). (2004). The Essential Vygotsky. New 
York, NY: Kluwer Academic/Plenum Publishers.
Sarason, S. (1990). The Predictable failure o f educational reform: Can we 
change course before i t ’s too later? San Francisco, CA: Jossey-Bass. 
Scheuren, F. (2004). “What is a survey?” (2nd ed.). The American Statistical 
Association. Available online http://whatisasurvey.info/
Schumm, J.S. & Vaughn, S. (1998). “Introduction to special issue on teacher’s 
perceptions: Issues related to the instruction of students with learning 
disabilities.” Learning Disability Quarterly, 21(1), 3-5.
Schneider, E. (2000). “Shifting into high gear.” Educational Leadership, 55(1), 
57-60.
Skutnabb-Kangas, T. (2000). Linguistic genocide in education-or worldwide
diversity and human rights? Mahwah, NJ: Lawrence Erlbaum Associates. 
Statistics Canada. (2003, January 21). Ethnocultural Portrait: The Changing 
mosaic report. (Catalogue no. 96F0030XIE2001008). Retrieved 15 
August 2007 from Statistics Canada Web site
http://www.statcan.ca/bsolc/english/bsolc?catno=96F0030XIE2001008 
Statistics Canada (2000). Education in Canada. (Catalogue no. 81-229-XIB). 
Retrieved 29 August 2007 from Statistics Canada Web site 
http://www.statcan.ca/english/freepub/81-229-XIB/0000081-229-XIB.pdf
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Sternberg, R. (1997). “What does it mean to be smart?” Educational Leadership, 
54(6), 20-24.
Strickland, D., Ganske, K., and Monroe, J. (2002). Supporting struggling readers 
and writers: Strategies fo r classroom intervention, 3 - 6 .  Portland, ME: 
Stenhouse.
Teele, S. (2000). Rainbow o f  intelligence: Exploring how students learn. 
Thousand Oaks, CA: Corwin.
Tieso, C. (2003). “Ability tracking is just not tracking anymore.” Roeper Review, 
26(1), 29-36.
Tobias, S. (1994). “Interest, prior knowledge, and learning.” Review o f  
Educational Research, 64, 37-54.
Tobin, R. (2005). “Responding to diversity: Differentiating in the language arts 
classroom.” [Electronic Version], Language and Literacy, 7,(2). 
Retrieved 3 March 2007 from http://www.langandlit.ualberta.ca/
Tobin, R. (2005). “Co-Teaching in language arts: Supporting students v/ith
learning disabilities.” Canadian Journal o f  Education, 25(4), 784-801.
Tomlinson, C. A. and M. L. Kalbfleisch (1998). “Teach me, teach my brain: A
Call for differentiated classrooms.” Educational Leadership, 56(3), 52-55.
Tomlinson, C.A. (1999). The Differentiated classroom: Responding to the needs 
o f all learners. Alexandria, VA: Association for Supervision and 
Curriculum Development.
Tomlinson, C. A. (2000). “Reconcilable differences? Standards-based teaching
and differentiation.” [Electronic Version]. Educational Leadership, 58(1), 
6-11. Retrieved 3 March 2007 from http://www.ascd.org
69
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
Tomlinson, C.A. (2004). “Sharing responsibility for differentiated
instruction.” Roeper Review, 26(4), 188-189.
Tomlinson, C.A. (2004). “The Mo’bius effect: Addressing learner variance in 
schools.” Journal o f  Learning Disabilities, 37(6), 516- 524.
Tomlinson, C.A. & Cunnigham Eidson, C. (2003). Differentiation into practice.
A Resource guide fo r  differentiating curriculum, Grades K-5. Alexandria, 
VA: Association for Supervision and Curriculum Development.
Tomlinson, C.A. & McTighe, J. (2006). Integrating differentiated instruction and 
understanding by design: Connecting Content and Kids. Alexandria, VA: 
Association for Supervision and Curriculum Development.
Tomlinson, C. A., Tomchin, E. M., & Callahan, C. M. (1994). uPreservice
teachers’ perceptions o f  and responses to the differential needs o f  gifted 
students in their classrooms.” Paper presented at the Annual Meeting of 
the American Educational Research Association, New Orleans, LA, April 
4-8, 1994. (ERIC Document Reproduction Service No. ED372060)
Vygotsky, L. (1986). Thought and language. Cambridge, MA: MIT Press.
Wiggins, G. & McTighe, J. (1998). Understanding by design. New York, NY: 
Pearson.
Wissick, C.A. & Gardner, J.E. (2000). “Multimedia or not to multimedia? That 
is the question for students with learning disabilities.” Teaching 
exceptional children, 32(4), 34-43.
Yatvin, J. (2004). A Room with a differentiated view: How to serve ALL children 
as individual learners. Portsmouth, NH: Heinemann.
70
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
APPENDIX A
The purpose of the following survey is to investigate the knowledge and 
attitudes elementary teachers possess when implementing and using 
differentiated instruction in their classrooms.
Participation in this research is voluntary. In choosing to complete the following 
survey you are agreeing to participate in the following study. The survey will 
take approximately 10-15 minutes to complete. Confidentiality is assured.
Return o f the survey to the researcher acts as the participant’s consent for their 
responses to be compiled with others. Please understand that use of this data will 
be limited to this research, as authorized by the University of Windsor. Data 
(survey results) will not be shared with the GECDSB. They will receive a final 
report once the study is complete.
Your gender: I iMale I I Female
Years of teaching experience:
□  0-4 D 5-9 DlO-14 D l5-19 D20-24 D25+
Teaching qualifications:
□Primary/Junior
□Junior/Intermediate - teachable subject (1)
□Intermediate/Senior - teachable subjects (2)
Current teaching assignment (grade level):
□JK/SK □  1 □  1 / 2 □  2 □  2 / 3 □  3 D 3 / 4  D 4
□  4 / 5  □  5 □  5 / 6 □  6 □  6 / 7 D 7  D 7 / 8  D 8
Other:
Subject areas you currently teach:
□  Language Arts D] Mathematics D) Science □  Visual Arts
□  Music I I French I I Social Studies I I History
□  Geography □  Drama □  Health
I | Physical Education
1. Do you use differentiated instruction in your classroom? 
Yes □  No □
If answer is no, please continue with question 9.
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2. Are you familiar with the following instructional and management strategies?
YES NO
Learning Contracts
•agreements between student and teacher where certain freedoms are put in 
place for designing and completing work
□ □
Tiered Assignments
•multiple assignments given to different students at the same time that are 
related to the same concept or topic but differ in complexity
□ □
Independent Projects / Investigations
•investigation of a topic/problem of interest to a student, resulting in a product 




•a long-term research investigation
□ □
Curriculum Compacting
•pre-testing students before a unit and then eliminating instruction in areas of 
competence
□ □
Interest Centers / Interest Groups
•vehicle for providing students with meaningful enrichment when required 
assignments are complete
□ □
Learning Centers / Learning Stations
•collections of materials where students explore topics or practice a set of skills
□ □
Varied Instructional Materials
•in the same lesson using materials according to student readiness, interest, 
cultural differences, or other areas of student difference
□ □
Provisions for Student Choice 
•about content, process, and/or product
□ □
Flexible Grouping
•grouping of students for instruction or completion of a specific task or 




•varying the sorts of questions posed to learners in discussions and on tests, 
based on their readiness, interests, and learning styles
□ □
Pre-Assessment Data to Differentiate Learning Experiences 
•based on content, process, and/or product
□ □
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Learning Contracts □ □ □ □
Tiered Assignments □ □ □ □
Independent Projects / Investigations □ □ □ □
Independent Study □ □ □ □
Curriculum Compacting □ □ □ □
Interest Centers / Interest Groups □ □ □ □
Learning Centers / Learning Stations □ □ □ □
Varied Instructional Materials □ □ □ □
Provisions for Student Choice □ □ □ □
Flexible Grouping □ □ □ □
Varying Questions □ □ □ □
Pre-Assessment Data to Differentiate 
Learning Experiences
□ □ □ □
4. In what subject areas do you differentiate your instruction? (Please check all
that apply)
1 1 Language Arts 1 1 Mathematics 1 1 Science 1 1 Visual Arts
1 1 Music 1 1 French 1 1 Social Studies 1 1 History
1 1 Geography 1 1 Drama 1 1 Health
1 1 Physical Education
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Language Arts □ □ □ □
Math □ □ □ □
Science □ □ □ □
Social Studies □ □ □ □
History □ □ □ □
Geography □ □ □ □
Health □ □ □ □
Physical Education □ □ □ □
Drama □ □ □ □
Music □ □ □ □
Visual Arts □ □ □ □
French □ □ □ □





Lesson Planning □ □ □
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7. What factors do you think help your ability when implementing Differentiated
Instruction in your classroom? (Check all that apply)
□ Administration/School Leadership □ Parent Expectations
□ Range of diversity in classroom □ Support of other staff
□ Availability of materials □ Knowledge and Experience
□ Amount o f Planning Time □ Staff Development
8. What factors do you think hinder your ability when implementing 
Differentiated Instruction in your classroom? (Check all that apply)
□ Administration/School Leadership □ Parent Expectations
□ Range of diversity in classroom □ Support of other staff
□ Availability of materials □ Knowledge and Experience
□ Amount of Planning Time □ Staff Development
9. What resources would you be willing to use in order to enhance your 
knowledge and understanding about differentiated instruction? (Check all that 
apply)
I I Staff / Professional Development Q  Reading (Books, Journals) Q  Videos 
[[] I do not feel I need to become educated about Differentiated Instruction
10. Are there any other comments you have that you think are important to this 
study?
Thank you for taking the time to complete this survey. I sincerely appreciate your 
time, effort, and honest responses.
(ERza6et(i JIdCam
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APPENDIX C
The data from this research study was complied, analysed, and interpreted using 
the statistical software, SPSS, version 15.0. To answer the research questions, 
descriptive statistics were used to draw conclusions from the data, more 
specifically frequencies, percentages, and proportions. The following charts are 
the results from the questions asked on the survey.
Table C l. Demographic data
D em ograp h ic  C ategory F requ en cy P ercentage
G ender
M ale 11 15.3
Female 61 84.7
Y ears o f  T each in g  E xp erien ce
0 to 4 15 20.8
5 to 9 34 47.2
10 to 19 13 18.1
20 + 10 13.9
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Table C2. Teacher Assignment by Grade Level
Current Teaching Assignment Frequency Percentage
JK/SK 8 11.1
Grade 1 4 5.6
Grade 1/2 4 5.6
Grade 2 4 5.6
Grade 3 5 6.9
Grade 3/4 1 1.4
Grade 4 4 5.6
Grade 4/5 1 1.4
Grade 5 4 5.6
Grade 6 3 4.2
Grade 6/7 1 1.4
Grade 7 4 5.6
Grade 7/8 4 5.6
Grade 8 12 16.7
English as a Second Language 2 2.8
Special Education 4 5.6
Learning Support 5 6.9
Early Literacy 1 1.4
Literacy & N um eracy Support 1 1.4
Table C3. Subject Area of Instruction
Current Subject Area Frequency Percentage
Do you teach ...
Language Arts 65 90.3
M athem atics 63 87.5
Science 44 61.1
Visual Arts 50 69.4
M usic 18 25
French 6 8.3





Physical Education 39 54.2
Table C4. Is Differentiated Instruction Used
Do you use Differentiated Frequency Percentage
Instruction?
Yes 70 97.2
N o 2 2.8
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Table C5. Subject area where differentiated instruction is used
Differentiated Instruction by 
subject area
Frequency Percentage
Do you differentiate instruction
in ...
Language Arts 64 88.9
M athem atics 58 80.6
Science 33 45.8
V isual Arts 16 22.2
M usic 9 12.5
French 1 1.4





Physical Education 16 22.2
Table C6. Familiarity of strategies for differentiated instruction
Familiarity of Strategies Frequency Percentage
Are you familiar with ...
Learning Contracts 62 86.1
Tiered A ssignm ents 61 84.7
Independent Projects 63 87.5
Independent Studies 61 84.7
Curriculum Com pacting 53 73.6
Interest Centers 59 81.9
Learning Centers 64 88.9
Varied Instructional Materials 68 94.4
Provisions for Student Choice 67 93.1
Flexible Grouping 67 93.1
Varied Q uestioning 67 93.1
Pre-A ssessm ent 60 83.3
Table C7. Frequency o f use of strategies for differentiated instruction
Frequency o f Strategies Used Frequency Percentage
Learning Contracts
A lw ays 7 9.7
Frequently 7 9.7
Som etim es 26 36.1
N ever 32 44.4
Tiered Assignments
A lw ays 7 9.7
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Table C7 continued
Frequently 16 22.2
Som etim es 25 34.7
N ever 24 33.3
Independent Projects
A lw ays 9 12.5
Frequently 19 26.4
Som etim es 24 33.3
N ever 20 27.8
Independent Studies
A lw ays 5 6.9
Frequently 16 22.2
Som etim es 21 29.2
N ever 30 41.7
Curriculum Compacting
A lw ays 1 1.4
Frequently 14 19.4
Som etim es 19 26.4
N ever 38 52.8
Interest Centers
A lw ays 21 29.2
Frequently 13 18.1
Som etim es 23 31.9
N ever 15 20.8
Learning Centers
A lw ays 26 36.1
Frequently 14 19.4
Som etim es 17 23.6
N ever 15 20.8
Varied Instructional Materials
A lw ays 39 54.2
Frequently 18 25.0
Som etim es 11 15.3
N ever 4 5.6
Provisions for Student Choice
A lw ays 24 33.3
Frequently 27 37.5
Som etim es 15 20.8
N ever 6 8.3
Flexible Grouping
A lw ays 31 43.1
Frequently 16 22.2
Som etim es 19 26.4
N ever 6 8.3
Varied Questions
A lw ays 40 55.6
Frequently 18 25.0
Som etim es 9 12.5
N ever 5 6.9
Pre-Assessment
A lw ays 9 12.5
Frequently 20 27.8
Som etim es 26 36.1
N ever 17 23.6
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Table C8. Subject area and frequency of differentiated instruction
Frequency of differentiated 
instruction by subject area
Frequency Percentage
How often do you differentiate 
instruction in ...
Language Arts
A lw ays 48 66.7
Frequently 12 16.7
Som etim es 4 5.6
N ever 2 2.8
Mathematics
A lw ays 43 59.7
Frequently 13 18.1
Som etim es 6 8.3
N ever 3 4.2
Science
A lw ays 12 16.7
Frequently 14 19.4
Som etim es 11 15.3
N ever 9 12.5
Visual Arts
A lw ays 4 5.6
Frequently 6 8.3
Som etim es 12 16.7
N ever 29 40.3
Music
A lw ays 5 6.9
Frequently 2 2.8
Som etim es 4 5.6
N ever 9 12.5
French
A lw ays 1 1.4
Frequently 1 1.4
Som etim es 1 1.4
N ever 4 5.6
Social Studies
A lw ays 8 11,1
Frequently 10 13.9
Som etim es 10 13.9
N ever 13 18.1
History
A lw ays 8 11.1
Frequently 2 2.8
Som etim es 5 6.9
N ever 15 20.8
Geography
A lw ays 2 2.8
Frequently 7 9.7
Som etim es 3 4.2
N ever 4 5.6
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Table C8 Continued  
Drama
A lw ays 5 6.9
Frequently 2 2.8
Som etim es 15 20.8
N ever 34 47.2
Health
A lw ays 2 2.8
Frequently 6 8.3
Som etim es 7 9.7
N ever 29 40.3
Physical Education
A lw ays 6 8.3
Frequently 10 13.9
Som etim es 2 2.8
N ever 23 31.9
Table C9. Factors that facilitate the implementation o f differentiated instruction




Parent Expectations 21 29.2
Student D iversity 49 68.1
Support o f  S taff 42 58.3
A vailability o f  M aterials 58 80.6
K now ledge and Experience 61 84.7
Planning Time 47 65.3
S taff D evelopm ent 30 41.7
Table CIO. Factors that impede the implementation o f differentiated instruction




Parent Expectations 26 36.1
Student D iversity 31 43.1
Support o f  S taff 27 37.5
A vailability o f  M aterials 41 56.9
K now ledge and Experience 19 26.4
Planning Tim e 51 70.8
Staff D evelopm ent 23 31.9
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Table Cl 1. Resources teachers use to enhance understanding and knowledge 
about differentiated instruction
Resources to enhance Frequency Percentage
understanding of DI
Professional D evelopm ent 67 93.1
Professional Readings 50 69.4
Instructional V ideos 54 75.0
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APPENDIX D
Several variables were taken into consideration for Pearson’s chi-squared test. 
The first analysis involved an examination of the teachers’ familiarity of learning 
contracts and their frequency of use (Table DI).
Table D I. Teacher familiarity of learning contracts and frequency of using 




Pearson Chi-Square 12.043® 3 .007
Likelihood Ratio 14.959 3 .002
Linear-by-Linear
Association 7.413 1 .006
N of Valid Cases 70
A one sample chi-squared test did not indicate a significant difference (x^ [df=3] 
=12.043, p<.01). The next strategy that did not indicate a significant difference 
was the independent study investigation (Table D2).
Table D2. Teacher familiarity of independent study investigations and frequency 




Pearson Chi-Square 6.274a 3 .099
Likelihood Ratio 6.700 3 .082
Linear-by-Linear
Association 4.538 1 .033
N of Valid Cases 70
Chi-squared tests reveal no association between familiarity of this strategy and its
frequency of use (x^ [df=3] =6.274, p<.01). Finally, teachers’ familiarity of pre­
assessment data to differentiate learning experience also showed no relationship
when the Chi-squared test was performed (x^ [df-3] =5.305, p<.01) (Table D3).
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Table D3. Teacher familiarity of pre-assessment data to differentiate learning 
experience and frequency of using pre-assessment data to differentiate learning 




Pearson Chi-Square 5.305a 3 .151
Likelihood Ratio 6.622 3 .085
Linear-by-Linear
Association 5.013 1 .025
N of Valid Cases 70
The following nine strategies did have statistically significant relationships. For 
each of the variables, the chi-squared test was performed and results were 
recorded. When the Chi-squared test was performed on the strategy, tiered 
assignments, it revealed a statistically significant relationship between the
familiarity of this strategy and its frequency of use (y} [df=3] -15.994, p<.01) 
(Table D4).
Table D4. Teacher familiarity of tiered assignments and frequency of using tiered 




Pearson Chi-Square 15.994 3 .001
Likelihood Ratio 16.474 3 .001
Linear-by-Linear
Association 11.019 1 .001
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, independent projects, it 
revealed a statistically significant relationship between the familiarity of this
strategy and its frequency o f use (x^ [df=3] =15.679, p<.01) (Table D5).
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Table D5. Teacher familiarity of independent projects and frequency of using




Pearson Chi-Square 15.679 3 .001
Likelihood Ratio 16.318 3 .001
Linear-by-Linear
Association 5.620 1 .018
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, curriculum compacting, 
it revealed a statistically significant relationship between the familiarity of this
strategy and its frequency of use (%2 [df=3] = 8.996, p<.01) (Table D6).
Table D6. Teacher familiarity of curriculum compacting and frequency of using 




Pearson Chi-Square 8.996 3 .029
Likelihood Ratio 10.177 3 .017
Linear-by-Linear
Association 5.664 1 .017
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, interest centers, it 
revealed a statistically significant relationship between the familiarity of this
strategy and its frequency of use (%2 [df=3] = 26.770, p<.01) (Table D7).
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Table D7. Teacher familiarity of interest centers and frequency of using interest




Pearson Chi-Square 26.770 3 .000
Likelihood Ratio 24.174 3 .000
Linear-by-Linear
Association 13.933 1 .000
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, learning centers, it 
revealed a statistically significant relationship between the familiarity of this 
strategy and its frequency of use (%2 [df=3] =18.888, p<-01) (Table D8).
Table D8. Teacher familiarity of learning centers and frequency of using learning 




Pearson Chi-Square 18.888 3 .000
Likelihood Ratio 16.423 3 .001
Linear-by-Linear
Association 10.102 1 .001
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, varied instructional 
materials, it revealed a statistically significant relationship between the familiarity 
of this strategy and its frequency of use (%2 [df=3] =70.000, p<.01) (Table D9).
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Table D9. Teacher familiarity of varied instructional materials and frequency of




Pearson Chi-Square 70.000 3 .000
Likelihood Ratio 18.164 3 .000
Linear-by-Linear
Association 15.667 1 .000
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, provisions for student 
choice, it revealed a statistically significant relationship between the familiarity of
this strategy and its frequency of use (%2 [df=3] =22.147, p<.01) (Table DIO). 
Table DIO. Teacher familiarity of provisions for student choice and frequency of 




Pearson Chi-Square 22.147 3 .000
Likelihood Ratio 10.670 3 .014
Linear-by-Linear
Association 7.143 1 .008
N of Valid Cases 70
When the Chi-squared test was performed on the strategy, flexible grouping, it 
revealed a statistically significant relationship between the familiarity o f this 
strategy and its frequency of use (%2 [df=3] =22.527, p<.01) (Table Dl l ) .
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Table Dl l .  Teacher familiarity of flexible grouping and frequency of using




Pearson Chi-Square 22.527 3 .000
Likelihood Ratio 11.388 3 .010
Linear-by-Linear
Association 9.771 1 .002
N of Valid Cases 70
Finally when the Chi-squared test was performed on the last strategy, varied 
questioning, it revealed a statistically significant relationship between the 
familiarity of this strategy and its frequency of use (%2 [df=3] = 70.000, p<.01) 
(Table D12).
Table D12. Teacher familiarity of varied questioning and frequency of using 




Pearson Chi-Square 70.000 3 .000
Likelihood Ratio 24.769 3 .000
Linear-by-Linear
Association 23.076 1 .000
N of Valid Cases 70
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APPENDIX E
Table E l. Crosstabulation of administration as a facilitator or hindrance toward 
implementing differentiated instruction
Does Administration 
hinder you when 
implementing DI?
TotalYes No
Does Administration Yes Count 























Table E2. Crosstabulation of parent expectations as a facilitator or hindrance 






Do Parent Expectations Yes Count 
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Table E3. Crosstabulation of student diversity as a facilitator or hindrance toward
implementing differentiated instruction
Does Student Diversity hinder you 
when implementing DI?
Yes No 25 Total
Does Student Diversity Yes Count 13 35 1 49
help you when 
implementing DI?
% of Total 18.6% 50.0% 1.4% 70.0%
No Count 18 3 0 21
% of Total 25.7% 4.3% .0% 30.0%
Total Count 31 38 1 70
% of Total 44.3% 54.3% 1.4% 100.0%
Table E4. Crosstabulation o f staff support as a facilitator or hindrance toward 
implementing differentiated instruction
Does Support of Staff 
hinder you when 
implementing DI?
TotalYes No
Does Support of Yes Count 























Table E5. Crosstabulation of material availability as a facilitator or hindrance 
toward implementing differentiated instruction
Does Availability of 




Does Availability of Yes Count 
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Table E6. Crosstabulation of knowledge and experience as a facilitator or 
hindrance toward implementing differentiated instruction
Do Knowledge and 




Do Knowledge and Yes Count 























Table E7. Crosstabulation of planning time as a facilitator or hindrance toward 
implementing differentiated instruction
Does Planning Time 














No Count 19 4 23
% of Total 27.1% 5.7% 32.9%
Total Count 51 19 70
% of Total 72.9% 27.1% 100.0%
Table E8. Crosstabulation of staff development as a facilitator or hindrance 






Does Staff Development Yes Count 
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